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ABSTRACT 
A DESCRIPTIVE ANALYSIS OF SELECTED ALTERNATIVE EDUCATION 
PROGRAMS IN URBAN SCHOOL DISTRICTS 
Purpose 
The purpose of this study was to provide a meaningful analysis of the 
structure, organization, and funding practices of selected alternative education 
programs by determining: 
1. If selected school systems have board policies governing the 
establishment and delivery of alternative education programs. 
2. To what degree are alternative education program's integrated into the 
general operation of the school system. 
3. To determine the major source of funding for alternative education 
programs. 
Population 
The population of this study consisted of twenty-eight urban school districts 
in the Council of Great City Schools which had a city-wide population of over 
300,000 or system enrollment of 70,000 or more and offered alternative education 
programs. 
Method 
A questionnaire developed by the writer was sent to the superintendent of 
each school district; of the twenty-eight, twenty-four districts responded. The 
Alternative Education Questionnaire (AEQ) was used to collect data germane to 
this study. Specifically, the AEQ consisted of twenty-two test items relative to 
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assessing the operational plans of selected school systems with alternative 
education programs (AEP). 
An informal assessment in three areas of school operation included the 
following areas: 
1. School policies governing AEP. 
2. Alternative education and the school program. 
3. AEP funding sources. 
Findings 
The data submitted by the twenty-four school districts that responded were 
analyzed to obtain information pertaining to demographical and descriptive 
characteristics, organizational structure, types of alternative education programs 
funding, and education policies. This information was examined in relation to 
school districts of high, medium, and low school populations. 
Analysis of the demographical and descriptive information revealed that: 
1. Over 85 percent of the schools had student populations of less than 600. 
2. Slightly more than half of these schools maintained a K-6 grade 
structure. 
3. Over 80 percent of the schools have operated for ten years or less. 
4. Almost 50 percent of the participants come from families having an 
annual income of less than $15,000. 
5. About 95 percent of the programs were funded from local, state, or 
federal sources. 
6. There was a large variation in the source of funding among the large, 
medium, and small school districts. 
With regard to organizational structure: 
1. About 90 percent of the districts had a written organizational structure. 
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2. The alternative education program tended to be an integral part of the 
regular program and also of the community. 
3. Administratively these programs were most often placed in the 
instructional division and administered by an assistant superintendent, 
principal or director. 
Examination of educational policies governing alternative education programs 
indicated: 
1. A written state board policy was generally absent, but there was 
frequent occurrence of a written local board policy. 
2. In general, written definitions for staff members, parents, students, and 
sponsors were in effect. 
3. Approximately 85 percent of the districts included outside agencies in 
the planning of alternative education programs. 
4. Wide variation in educational policy appeared among the high, medium, 
and low population distructs. 
Conclusions 
Analyses presented in this paper indicate several positive aspects of the 
administration of alternative education programs: The assignment of students is 
the primary procedure for admission; no district reports that students are forced 
to enroll. The principal generally serves as the administrative leader. 
Alternative education programs are an integral part of the local system and the 
community. Staff members and students have a high percentage rate of written 
duties and responsibilities. 
Areas of concern include the lack of evidence of an operational local or state 
written policy; failure, on the part of many school districts, to explicate specific 
goals and purposes of their alternative programs; funding apparently derived from 
sources other than local general funds. 
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To all the children that need another way: 
For every child there must be a flexible, relevant, human, and dynamic 
way .... Some take the traditional while others feel another way. Of the two, 
educators and the community must find the right way. 
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During the past decade, Americans have witnessed many alterations in urban 
education programming. A dominant change has been the establishment of 
alternative education programs (AEP). A preliminary review of the literature 
indicates a diversity of programs subsumed under this broad heading. 
These programs were established to provide an alternative for children whose 
needs were not being met through traditional education offerings. Many students 
failed repeatedly or were underachievers; some left the system before graduating; 
others "dropped out" cutting classes or not attending school. At the other end of 
the spectrum were students with exceptional abilities who would benefit from 
challenges beyond the regular curriculum. To encourage the development of these 
programs, the Office of Alternative Programs were established by the 
Department of Education, a division of Health, Education and Welfare (HEW). 
This office has as its responsibility funding and facilitating alternative programs. 
Since the inception of the Office of Alternative Programs, the National 
Education Association (NEA) announced its support when it stated: 
The NEA supports the development of a broad range of alternatives 
within the public school system. Programs should emphasize a broad 
range of activities for responding to students with differing behavior 
patterns, interests, needs, and learning styles. ^ 
Barbara Hodson and Sidney Marland, "Special Feature on Career Education," 
Today's Education 67:2 (April-May 1978): pp. 26-30. 
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A national survey conducted by the International Consortium on Options in 
Public Education (ICOPE) reports alternative education program concepts 
increased from approximately 25 before 1969 to more than 1,250 in 1975 with the 
potential of increasing to 5,000 programs in the 1980's. 
Barr attributed the rise in the number of alternative education programs to 
five factors. These factors are: 
1. Increased public attention to alternative by Time and Newsweek. 
2. Formulation of accreditation procedures. 
3. Endorsement by state departments of education. 
4. Endorsement through federal and private funding. 
5. Development of teacher education programs geared to alternative 
schools.^ 
Additionally, Fantini points out that alternative education means diversifying 
the means to common ends. He outlines six rules for legitimizing alternative 
education. These rules state that: 
1. Alternatives must be based on a common set of goals. 
2. Alternatives must not be exclusive. 
3. Alternatives must be created, and treated equally, in order to 
avoid negative feelings among participants. 
4. Teachers, parents, and students must have the option of selecting 
an alternative. 
5. Each alternative program must be carefully evaluated. 
6. Alternative ^ducation should not depend on increases in per student 
expenditure/ 
^Robert D. Barr, "The Growth of Alternative Public Schools," American 
Education (April 1976): pp. 17-19. 
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Mario D. Fantini, "Education by Choice," NASSP Bulletin 57 (September 
1973): 10. 
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On a national basis, alternative programs fall into several categories: 
1. Open programs wnere several options are offered within the same 
building. 
2. A teacher-directed program that leans heavily on the student 
participation in decision making and flexibility in curriculum 
offerings. 
3. An individualized program where student and teacher work together. 
4. A program stressing the fine arts. 
5. A program stressing future careers. 
6. A program dealing with dropout-prone students. 
7. A special education program for students with handicaps or special 
needs. * 
Many of the recently developed public education AEP's have expanded 
beyond the urban school or minority districts. According to Fantini, "today's 
2 
movement toward alternatives is essentially a middle class venture." 
A study by the Ford Foundation concluded that the academic achievement of 
students who attend alternative school programs is as good or better than students 
in conventional programs. According to this study: 
Students in alternative schools seem to develop more positive self- 
concept. They feel better about themselves and school. The students 
choose the school, the program, and cooperate in decision making. The 
classes are smaller and the students develop a greater sense of identity, 
security, trust — and they are learning the basics.^ 
This emphasis on alternative education programs indicates the concept is 
worthy of attention. One that should not be overlooked or viewed as a passing 
^bid., p. 15. 
^Ibid., p. 18. 
^Robert Barr, "Alternative Schools: What They Are — And What They 
Aren't," Indiana Alumni Magazine (1978): pp. 20-21. 
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fad. Increasingly, task forces and conferences are being established and 
conducted to explore the significance and impact of alternative programs on the 
participating students. Efforts are also being made by local school districts, state 
boards of education, state education departments, state legislatures, and the 
federal government to further define and delineate the concept of alternative 
education. However, since this idea is new in many districts, no research has yet 
been conducted to ascertain how the programs are organized, funded, and 
administered. The diversity of programs and the lack of conceptual schemes for 
classification and evaluation has made it difficult to describe program 
effectiveness. 
The problems inherent in this study are philosophical and empirical. As 
Director of Alternative Education Programs for the Atlanta Public Schools, the 
writer is continually questioned by school administrators, staff, and community 
concerning school board policy on alternative education programs. These 
questions can generally be classified according to the program's operational 
structure and division classifications. 
Citizens are concerned about school programs but are generally supportive 
when questions are answered honestly and directly. If alternative education 
programs are to survive, credibility must first be established from within the 
structure of the school system. 
A search of the literature yields data on alternative education programs and 
the components. Stability in organizational structure and program operations is 
demonstrated within these components. 
Major Purpose 
The major purpose of this study is to provide a meaningful analysis of the 
structure, organization, and funding practices of selected alternative programs. 
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Specific Purposes 
The study proposes to answer the following questions: 
1. Do selected school systems have board policies governing the 
establishment and delivery of AEP? 
2. To what degree are AEP integrated into the general operation of the 
school system? 
3. What is the major source of funding for AEP? 
Scope of the Study 
This study is exploratory and investigates the policies and procedures of 28 
urban city school districts with AEP. The districts have a citywide population of 
over 300,000 or a system enrollment of 70,000 or more. A questionnaire was sent 
to each urban school system superintendent for data on the policies, operational 
structure, and funding sources of their alternative education programs. A total of 
85.7 percent of the 28 school districts returned the questionnaire. 
Delimitations of the Study 
1. The study did not look at the impact on achievement. 
2. The study did not focus upon AEP components unless they were included 
in the selected urban school systems. 
Assumptions 
1. Most district alternative education programs focus on delinquents and 
potential school dropouts. 
2. Most alternative education programs, under special funding, are 
dissolved or reduced when the special funding ceases. 
3. Alternative education programs have a positive effect on the students 
and communities where they operate. 
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Contribution to Educational Knowledge 
This study broadens the scope of knowledge for educators desiring 
information on alternative education programs operating in selected urban centers 
through the United States. Data is presented on the following: (1) operational 
structures for district alternative education programs, (2) criteria used in 
establishing board governing policies for alternative education programs, (3) 
specific components and strategies used by school districts for program 
effectiveness, and (4) information crucial to establishing alternative education 
programs in districts for educational guidance and development. 
Definition of the Terms 
1. Alternative Education Programs— A public school or program which 
recognizes and responds to the student's individual needs. An 
alternative/option differs from the standard traditional school in its 
district except when all schools in the district are distinct alternatives. 
This definition omits schools used for detention and incarceration, 
vocational/technical schools, exceptional education schools (94-142), and 
compensatory educational programs such as Title I, Title XX are also 
excluded. 
2. Alternative Schools — Schools that are designed for students special 
needs who are unable to function in a traditional school setting. 
3. Career Schools — Alternative schools and programs which train students 
for jobs and/or expose them to career possibilities. These schools 
emphasize strict discipline and skills. Classes are teacher-directed, 
homework is common, and attention to patriotism is not unusual. In 
some cases, fundamental or "back-to-basics" schools were established in 
opposition to the more modern alternative schools. 
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4. Conventional School — A school that is the outgrowth of custom or 
common practice.^ 
5. Free Schools— Schools that emphasize personal choice. Only a few 
public school systems offer these schools. 
6. Multi-cultural/Multi-ethnic Schools— Schools where students focus on 
acknowledging cultural pluralism and sharing their ethnic heritage. 
7. Open Schools— Schools for elementary and secondary level children. 
Open schools emphasize informal education, individual study, and 
sometimes, a cross-age grouping. 
8. Operational Structure— A description of how the components of an 
organization interact to accomplish the stated goals and objectives. The 
major areas addressed are as follows: 
a. Functions. 
b. Line of responsibility. 
c. Authority. 
d. Accountability in the organization. 
9. Schools for Dropouts, Potential Dropouts, and Pregnant Students — A 
concentration on counseling with skills acquisition and/or self-directed 
learning as a secondary focus. 
10. Schools for Those With Special Skills or Talents— Schools for students 
interested in the arts and sciences. Admission to these schools is not 
^ Carter V. Good, (ed.) Dictionary of Education, prepared under the auspicies 
of Phi Delta Kappa (New York: McGraw-Hill, 1973), p. 137. 
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open; a specific talent in the arts or some record of academic success in 
the sciences is often required.''’ 
11. Schools Without Walls— Schools that use the city and its resources. 
Students create their own educational experiences. 
12. Traditional School— A term which refers to the standard American 
school of the late nineteenth and early twentieth centuries. Innovation 
and experimentation were minimal for any school which is organized and 
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operated in that style. 
13. Vocational/Technical Schools— Schools that are designed to train 
students for marketable skills upon graduation. 
Glen Robinson, "Evaluation of Alternative Schools," Research Brief 
(Arlington, VA: Education Research Service, Inc., 1977): pp. 2-3. 
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Good, Dictionary of Education, p. 613. 
CHAPTER II 
REVIEW OF RELATED LITERATURE 
Introduction 
The American high school, through electives and vocational programs, has 
long provided options for students. In recent years it has been discovered that: 
... a significant range of operations can be provided through alternative 
schools and programs that break away from the educational lock-step, 
erase artifical barriers between school, and give students a new sense of 
responsibility. ^ 
Alternative education requires investigation and careful analysis so that it 
can be made more attractive to students with special needs. 
The pertinent and significant literature is reviewed under the following 
captions: (1) alternative education programs: concepts and scope, (2) policy 
making, (3) organizational structure, (4) the relationship between alternative 
education and the regular school program, (5) research and evaluation, and (6) 
financing and sources of funding. 
A synopsis of the concepts contained therein is presented at the beginning of 
each section. 
Francis S. Chase, "The Regeneration of Public Education in Our Cities," Phi 
Delta Kappan (January 1979): p. 353. 
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Alternative Education Programs: Concepts and Scope 
Synopsis 
A variety of wishes may be accommodated by establishing qualitatively 
unique schools that would alleviate some of the pressures of the one school model. 
The one-model approach encourages uniformity and the alternative approach 
encourages individualization. The variety of task force and conference reports 
endorsing alternative learning experiences indicates that philosophical support for 
the concept is increasing. 
Concepts and Scope. Alternative education is an educational technique that 
facilitates individualized instruction. Since it is an option selected by the learner 
and is interfaced with traditional scheduling, students are not locked into one 
program. 
Alternative education programs have long enough for the creation of a 
systematic operation. 
Alternative education programs assume many different organizational 
forms; they are both inside and outside the public education system. 
With varying degrees of automomy from the conventional schools, the 
experimental projects may be modified classrooms, schools within- 
schools, independent alternatives or entire systems. ^ 
We are a pluralistic nation, with different peoples and a variety of life-styles. 
Some of us may learn best by having no structure, others may need rigid 
structure. Some may need teachers, other may not. If it is true that people have 
unique learning styles, then we should offer a variety of learning environments. 
Alternative education programs seek to provide the variety. 
If the movement for education alternatives is to continue to grow and 
become a force for substantial educational change, certain developments are 
^David Moore, Alternative Schools: A Review (New York: ERIC 
Clearinghouse on Urban Education, No. 53, 1978): p. 5. 
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necessary. There must be philosophical support for the concept among those 
groups which influence them. In addition, state boards, departments of education, 
and state legislatures must adopt policies which encourage the development of 
alternatives and interpret those existing in ways that permit local initiative.^ 
Alternative education program managers should have one option of changing 
the organization of their school if another type of structure would better fit the 
needs of their students. The school needs to develop systematic ways to receive 
feedback. 
Fantini expressed optimism about the continued growth of alternative 
education when he wrote: 
While there is no definitive catalog of public alternative schools, the 
International Consortium on Options in Public Education (1COPE) at 
Indiana University estimates that 'the number of public alternative 
schools in operation by September 1980 may well be as high as 5,000.'2 
This optimistic outlook is supported by the actions of several of the nations 
leading school systems. California has mandated that every school district have 
at least one alternative continuation school. In Minnesota, St. Paul's open school 
is one of the most highly experimental schools in the United States. It departs 
from the model of education pursued by a majority of schools in the country. Its 
goals are to provide K-12 students the competencies needed to live in a complex 
society. Students at the St. Paul open school pursue wide-ranging activities 
including community-based learning, independent study, exchange programs. 
^Lynn Broad, "Alternative Schools: Why, What, Where, How Much," ERIC 
Document Ed. 139071 (Arlington, Va: School Public Relation Association, 1977). 
2 
Mario D. Fantini, Alternative Education: A Source Book for Parents, 
Teachers, Students and Administrators (Garden City, N.Y.: Anchor Books 
Publishing Co., 1976): pp. 213. 
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They also participate in the various learning centers located in the city of St. 
Paul. 
In Indianapolis, Indiana, Learning Unlimited is a school within-a-school. It 
focuses on individualized learning, community involvement, and the responsibility 
of students. Students are expected to develop affective as well as cognitive skills 
while in the program. The most notable feature of learning unlimited is the "Walk 
About Program"; it allows students to pursue several challenge areas that require 
risk taking.'' 
In Urbana, Illinois, Education II is in operation. It allows students the choice 
of working in study groups or individually. The community is utilized extensively 
as a learning resource. Students establish goal-oriented agreements with teachers 
and receive credit on a contractual basis. Education II is unique in the amount of 
student involvement in the decision-making process. All school decisions are 
made by students and staff working together on committees. 
In Racine, Wisconsin, the Walden III Alternative High School Program is 
designed for disaffected students. The program defines a disaffected student as 
one who has little interest in school, feels hostility in his/her conventional setting, 
and desires a closer relationship with the instructional staff. Students are 
provided with an open campus, individualized instruction, interdisciplinary 
learning, community resource utilization, and the experience of developing 
interpersonal sensitivity. 
The Parkway Program in Philadelphia, Pennsylvania, is based on the School 
Without Walls concept. The Parkway Program was designed to focus on the 
■''Robert D. Barr, "The Growth of Alternative Public Schools, the 1975 ICOPE 
Report," Changing Schools 12 (1975): p. 3. 
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communty for the majority of its learning experiences. A multitude of real life 
curricular experiences in the form of community resources is offered. 
Chicago's High School for Metropolitan Studies (Metro), is based on the 
school-without-walls concept. Community-based learning experiences comprise 
the majority of the student's academic experience. Students are chosen for 
participation in the program by lottery.^ 
The Atlanta Public Schools' Alternative Education Programs provide these 
four distinct services to students: (1) Career Exploration, (2) Community 
Services, (3) Independent Studies for talented students, and (4) Special Programs 
for turned-off students. The alternative programs staff make a continuous effort 
to provide real-life educational experiences for students. Private agencies and 
public institutions that are local, state, and national have cooperated with one 
schools to make this possible. 
Since the rapid growth of alternative schools in 1971, NIE has been working 
with four educational laboratories and communities across the country to test the 
new approach to secondary education. This approach is called Experience Based 
Career Education (EBCE). 
EBCE involves some changes in what students learn in high school and in how 
they are taught. The changes in what is learned are based on EBCE's concern to 
find ways in which high schools can help all students better understand, choose 
among, and prepare for the opportunities available to them in their lives outside 
2 
of school. 
* Robert Barr, Bruce Colster, William Parrett, "The Effectiveness of 
Alternative Public Schools," Viewpoints 53:4 (1977): pp. 9-28. 
2 
NIE, "The Community Teacher," U. S. Department of Health, Education and 
Welfare, Wasington, D. C. (May 1978): p. 5. 
The changes in how students are taught are based primarily on EBCE's desire 
to take learning out of the classroom and into the community so that it will be 
relevant and realistic for students. Students meet with a variety of people in 
their communities and are exposed to opportunities not typically available to 
them. 
EBCE provides learning experiences by matching students with adults in the 
community according to a common interest. While these learning activities are 
geared to the student's interests and abilities, they also are planned and 
structured'by the school staff and community participants for specific outcomes. 
Learning activities in the community may emphasize student's academic or 
career interests as well as integrate different learning goals. Students studying 
politics may test their knowledge against the practical insights of legislators, 
jurists, city managers, or police officers while preparing term papers for a 
particular course. These learning activities in the community may be a part of a 
course the student is enrolled in; they may be an overall program developed by the 
school staff, community participants, and the student; or they may be part of an 
independent study project of the student's own design. They may involve only a 
few days or last a whole year. In all cases, however, the school is obliged to 
provide time and staff to match students with community participants and to keep 
things operating smoothly. 
The 80's should go beyond the present concept of alternative education; 
instead there should be a variety of learning experiences that complement one 
another systematically. School systems need to provide what is known as a "cycle 
of experience."* 
* Allan A. Glatthorn, "On Finding Some Real Alternatives," Today's 
Education, 66:4 (November 1977), pp. 66-72. 
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The literature suggests that more and more educators are becoming aware 
that alternatives can meet the needs of a diverse student population. 
Policy Making 
Synopsis 
The board of education establishes the policies by which ail phases of the 
educational plant and programs will be operated. Established policies should 
reflect commendations of the professional educators employed by the board and 
the best thinking of the members of the board. These policies pertain to each 
aspect of the program, whether it be instruction within the classroom, the 
operation of school buses, the resurfacing of a school driveway, or the curriculum 
to be adopted for the district as a whole. The board is responsible for the 
creation of appropriate plans to provide for the educational proforms for current 
and future students. These plans are reflected in the board's policies. 
Policy Making. A policy, according to DeKock, is a general statement which 
describes the objectives to be achieved. A policy statement represents a 
guideline. The guideline is stated in terms broad enough to include all issues 
likely to be involved, but at the same time, is specific enough to apply to a 
particular situation.^ The board expresses and maintains controls through 
policies. 
A comprehensive set of written board policies improves the overall decision¬ 
making functions of board and staff. The advantages to having board policies are: 
(1) improved functions of the governing board, (2) more effective administration, 
^S. 3. DeKock, The Iowa School Board Member, Des Moines, Iowa: 
Association of School Boards, (May 1977): p. 17. 
Iowa 
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(3) better human relations, (4) increased public confidence, and (3) greater 
instructional excellence.^ 
Policy statements should encompass all aspects of a school's operations which 
command the attention of the school board. These include the following items: 
1. Legal status functions, organization, and ethical conduct of the 
board of education. 
2. Selection, retention, and duties of the chief executive officer or 
superintendent of schools. 
3. Relations among personnel in the school system. 
4. Scope and quality of the instructional program and school services 
within the system. 
5. Function and operation of the school food services. 
6. Procedures and other aspects of budgeting, accounting, auditing, and 
management of school property. 
7. Operation of the pupil-transportation system. 
8. Selection, retention, and other matters related to the professional 
personnel. 
9. Selection, retention, and other matters related to the 
nonprofessional personnel. 
10. Identification, admission, promotion, discipline, and other matters 
of pupils. 
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11. Public relations. 
While one best way of developing a set of written policy for all school 
districts has not yet been developed, the American Association of School 
Administrators and the National School Boards Association offer the following 
suggestions: 
*E. David Cooke, "Why Should You Have Written Policies," California School 
Boards, 35:5 (May 1976): p. 15. 
^Ibid., p. 218. 
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1. List problems which should be solved: This includes difficulties 
which seem to demand a large portion of the school board's time 
during regular meetings. 
2. Review the minute book: Often records of previous decisions taken 
by the board shed light on items which should be included in 
statements of written policy. 
3. Study what other boards have done: This does not imply that one 
school board can successfully adopt in toto the policy statements of 
another, but policy practices of other boards can be a valuable 
source of ideas. 
4. Consult studies and writings concerned with policy development. 
5. Check established practices: Some traditions of the school which 
were never reduced to writing previously can inspire policies. 
6. Solicit suggestions from the school staff.* 
In the district of Rolling Hills, California, the following steps are used by the 
board to formulate and adopt policies. They are as follows: 
1. Recognition by the board or the superintendent of the need for a 
new policy, or revision or rescission of an existing policy. 
2. Preparation of an abstract by the superintendent defining the issues 
and suggesting an approach to the policy problem. 
3. Review by the board, which will take a position on the issues, agree 
on scope, and establish a schedule for adoption of the policy. 
4. Preparation of a draft policy by the superintendent. 
5. Review of the draft by the board at a regular meeting. 
6. A second reading at the next board meeting. 
7. Preparation of final policy by the superintendent with legal review 
obtained if necessary. 
American Association of School Administrators and National School Boards 
Association, Written Policies for School Boards, Washington, D. C. (1955): p. 6. 
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8. Adoption of policy. 
9. Distribution of policy.^ 
While board policies attempt to legitimize and make for school practices, 
they sometimes have ill-fated consequences. Examples, according to Anderson, 
are self-contradiction and a lack of cooperation among members. It is 
imperative, therefore, that all the tacit values, all the unspoken things that go 
2 
with implementing a policy must be scrutinized and considered. 
People with policy-making responsibilities are seldom confronted with a neat, 
well-packaged issue. Persons who are knowledgeable in the scientific method 
recognize the value of getting to the heart of a matter and reaching definitions. 
But the board member, even if he is sensitive to the need for defining problems, 
frequently has difficulty in doing so. Board members initially confronted with 
issues, tend to define problems, according to Campbell, Cunningham, McPhee, and 
Nystrand, in terms of their dominant values. 
A board composed of individuals with divergent personal value systems 
will naturally nave more difficulty in agreeing upon what problems are 
theirs than a board which is marked by similarity in values among its 
members. 
Obviously, a board must reach some form of tentative agreement about 
what is to be decided before it can begin the arduous task of seeking and 
judging alternative actions. And in 
important — where community interest __   
frequently will have considerable 'aid' in defining problems. 
cases where the stakes are 
is high — the board members 
* Palos Verdes Penisula Unified School District, Board Agenda, Rolling Hiils, 
California (August 1976). 
2 
Robert Anderson, "What Is Board Policy and Who Makes It?", School 
Management, Mangate, New Jersey (October 1974): p. 3. 
3 
Roald Fay Campbell, Luvern L. Cunningham, Roderick F. McPhee, and 
Raphael O. Nystrand, "Boards of Education in Operation," The Organization and 
Control of American Schools, Charles E. Merrill Books, Inc., Columbus, Ohio 
(1965): p. 183. 
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Policy making in alternative education must be consistent with policy making 
in traditional education. The same processes, procedures, and criteria that apply 
to the development of effective general education policies must be used in 
establishing governing policies for alternative education programs. 
Organizational Structure 
Synopsis 
For maximum effectiveness, an organizational structure should have clarity 
of purposes, clearly defined duties and responsibilities, sound organizational 
patterns, and systemwide acceptance of the programs involved. Alternative 
education programs require the same components for a systematic decision¬ 
making process. 
Organizational Structure 
Organization is considered as the first step in the administrative process. 
The purpose of organization, according to Wynn, is to clarify and distribute 
responsibility and authority among individuals and groups in an orderly manner 
consistent with the purposes of the institution.* Organization then is an effort to 
arrange an orderly and efficient distribution of authority. 
The importance of good organization is not an end in itself, but a means to 
achieve the purposes of the institution. When it exists, things are done 
efficiently. People understand the parameters of their authority and 
responsibilities. They know what to do and to whom to report. Changes are 
accomplished smoothly and effectively and emergencies are limited to a few rare 
D. Richard Wynn, "Administrative Organization and Staffing," Organization 
of Public Schools, Center for Applied Research in Education, New York (1964): 
p. 33. 
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instances. When good organization does not exist, people are frustrated and they 
often complain: "But I got different instructions from him or her," and so on. 
In addition to clarifying responsibility and authority, the organizational 
structure should provide for an effective democratic decision-making process, 
continuous and cooperative evaluation, and redirection of the organizational 
structure when necessary for goal achievement. 
Conflicts often arise over the nature and types of administrative 
organization. A few of the most important issues are reviewed in the paragraphs 
that follow. 
Should central administrative and supervisory personnel be assigned 
responsibility along grade levels within the school organization or should they be 
assigned along some functional or subject matter field irrespective of grade 
levels? Griffiths expounds on this question in his discussion of horizontal 
organization versus vertical organization. According to Griffiths: 
The business manager and the director of music are examples of 
positions in a vertical organization. The horizontal organization implies 
that it is the grade levels of the school organization upon which division 
of responsibility is logically to be based. The vertical organization 
implies that specialization and division of responsibility derive more 
logically from subject areas, such as music and physical education, or 
from homogeneous functions, such as guidance and business management, 
that cut across grade lines. The horizontal organization tends to 
coordinate effort, policy, and practice along the same or neighboring 
grade lines across various subject fields and functions; the vertical 
organization tends to coordinate individual subject fields or functions 
throughout the school system irrespective of grade lines. 
A major difficulty arises when a school system combines vertical and 
horizontal organization indiscriminately. This often results in 
overlapping responsibilities and gaps in responsibilities. For example, 
the director of music (vertical organization) and the director of 
elementary education (horizontal organization) should both presumably 
have responsibility for music instruction in the elementary schools. 
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Regardless of the system or combination of systems used, clarity of 
responsibility and its orderly distribution are fundamental imperatives. 1 
The line and staff concept is a system of administrative organization that 
recognizes the need for lines of authority and accountability and which 
accordingly distinguishes line and staff officers in an organization. The exercise 
of authority is essential in any enterprise. 
The only alternative to orderly distribution of authority well-defined 
lines of accountability appears to be chaos. The exercise of authority is 
essential and inescapable in any enterprise. Authority may be exercised 
wisely or unwisely, democratically or arbitrarily, but the line and staff 
concept per se does not ordain the manner of its exercise. There is 
nothing inherently democratic or undemocratic about the line and staff 
concept; it is only in the application that it becomes one or the other. 
For the present at least, there appears to be no meaningful alternative 
to the distribution of authority through some sort of line and staff 
construction, although there is of course unlimited variety in the 
manner of its construction.^ 
Organization charts represent reality on paper. Critics of organization 
charts feel that organization charts box people in and limit their freedom and 
prerogatives. The organization chart helps divide the work and communicates 
that division; it is not an end itself. 
An organization chart is also a representation of the resource 
distribution system. It is important that resources are broadly defined as 
money, personnel, and authority. Authority, in an organization sense, is 
not only a superior-subordinate relationship but also the authority for 
decision making. An organization chart shows relationships between one 
organization group and another, and reflects how various functions, 
groups, and divisions within the organization relate to each other in the 
decision-making process. As with any chart, a chart depicting an 
organization tends to mirror reality; as such, it is never completely 
accurate and always distorts the image. 
One truth that seems to govern human behavior is that man can serve 
only one master. This truism is borne out in extensive management 
experience, but the importance of the concept is easily 
overlooked in day-to-day relationships within an organization. It 
* Daniel E. Griffiths, Organizing Schools for Effective Education, Interstate 
Printers and Publishers, Danville, Illinois (1962): p. 116. 
2Ibid., p. 97. 
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becomes critically important, however, at times of stress. A staff 
member who has two or more superiors can be caught between differing 
viewpoints and confused about whose leadership he should follow. The 
typical result is that the staff member will tend to do nothing. 
Clear lines of responsibility that provide only one superior for each 
subordinate will also prevent the possibility of a subordinate's being able 
to play one superior against the other. When one boss is put at cross 
purposes with another boss, the resulting confusion of leadership will 
compromise the effectiveness of the organization. A staff member who 
has only one superior has less probability of creating an empire within 
the organization than does one who has a potential of playing one 
superior against the other. A common argument against the one-man- 
one-boss concept is that it tends to decrease the creativity and 
possibilities of personal growth of the staff member. The same charge 
can be levied against an environment in which responsibility is 
undefined. * 
Sound organization helps define the roles of personnel involved in the 
organization and thereby clarifies who makes what decisions. Most decisions, 
however, are made on a consensus basis. 
A variety of administrative structures are used in the various alternative 
schools. Some operate as mini-schools or schools within schools using a few 
classrooms, a wing of a building, or a separate floor in a school building. Others 
are satellite schools in a separate facility with administrative ties to a standard 
school. They may share administrators, health and transportation services, 
secretarial and clerical services, or transcripts and diplomas with the standard 
school. Many alternative schools operate as totally separate and autonomous 
units. Whatever the mode of operation may be, alternative education programs 
need strong, effective decision-making processes and clearly delineated, 
understood, and accepted organization structures in order to achieve their goals. 
John M. Good, "Organization" Readings in Educational Management, 
AMACOM, New York (1973): pp. 83-84. 
The Relationship Between Alternative Education 
and the Regular School Program 
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Synopsis 
Alternative education programs are designed to complement the regular 
school program. They provide more opportunities for individualized curriculum 
development. Where regular school programs often have a limited range of 
curricular options, alternative programs allow for students to choose 
individualized curricula to meet their special needs. Regular school programs 
foster a more limited range of teaching styles than alternative programs. 
Alternative programs permit for exploration and design of a broader range of 
learning facilities and teaching methods than regular school programs allow. 
From a budgetary standpoint, alternative forms of education have not received 
the financial commitment and support from policy makers that traditional school 
programs enjoy. However, an evaluation of alternative programs reveals that 
they are more cost effective than traditional programs. They utilize a wider 
variety of community resources and they accommodate a more diverse student 
population than traditional school programs. 
Types of Programs 
The goal of education is internal, and is concerned with the inner growth of 
the child and the whole person. According to Glatthorn, internal freedom has 
three dimensions. These dimensions are as follows: 
The ability to think independently, to be free of personal and cultural 
bias, to escape the shackles of dogma, to be open to new ideas. The 
second is emotional freedom — the ability to free ourselves from the 
bonds of our passions. If we are emotionally free, we are not dominated 
by our feelings, not enslaved by need, not crippled by fears. To be 
emotionally free is to be in control of our own inner weather. Finally, 
there is freedom of heart, a sense of existential freedom that comes as 
an exercise of the will. If we are existentially free, we make choices 
each day — and accept responsibility for those choices. If we think we 
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are free, we act freely and live out willingly the consequences of those 
actions.^ 
What types of alternative programs should a school offer? One could 
replicate the types of alternative schools already identified-student-centered, 
program-centered, place-centered. However, alternative programs inside the 
comprehensive school have difficulty with the attitudes of the students, staff, and 
parents; not all types of alternative schools would be desirable. Since the 
programs operate within the school, for the most part, differentiation by place is 
also inappropriate. Another approach to a typology is necessary therefore. 
In developing typology for program options, two most significant dimensions 
are environment, the degree of openness and structure, and curriculum. The 
central thrust of the school's offerings. Neither environmental differentiation nor 
curricula options would necessarily stigmatize those enrolling in the different 
programs, and a large, previously conventional school should be able to provide 
both. Based upon the size of the school and the special nature of the student 
population, the initial design for the comprehensive alternative program should 
include three or four programs that vary significantly in environment and two to 
four that vary in curricula thrust. 
For a typical comprehensive school in the city or suburb, four programs are 
recommended that have an environmental option (traditional, flexible, 
alternative, and free) and three that have a curricula option (career, creative 
2 
arts, and cultural awareness). 
^Glatthorn, Today's Education, p. 70. 
^Ibid. p. 68. 
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Alternative schools are not only for the less successful students with the 
most problems, but for the best students with the brightest prospects. It is hard 
for a mediocre school system to ignore its dropouts and disrespectful pupils. Too 
often, however, the more able students who could be challenged and stimulated to 
do much more are, often overlooked as long as they keep quiet and get A's and B's. 
Alternative schools have the following in common: 
1. They provide options within public education for students, parents, 
and teachers. Usually these choices are open to all, but there must 
always be a choice for some so that the alternative schools have a 
voluntary clientele. There are many promising innovative schools 
throughout the country, but if there is no choice of schools within a 
community, they would not be included in the category of 
alternative public schools as defined herein. 
2. The alternative public schools have a commitment to be more 
responsive to some need within their communities than the 
conventional schools have been. 
3. The alternatives usually have more comprehensive set of goals and 
objectives than their conventional counterparts. While most 
alternatives are concerned with basic skills development and with 
college and vocational preparation, they are also concerned with the 
improvement of self-concept, the development of individual talent 
and uniqueness, and understanding and encouragement of cultural 
plurality and diversity, and the preparation of students for various 
roles in our society -- consumer, voter, critic, parent, spouse. . . . 
4. They are more flexible and therefore more responsive to planned 
evolution and change. Since they originated in today's scientific 
age, the alternatives have been designed to rely on feedback and 
formative evaluation as they develop and modify their programs. 
5. The alternatives attempt to be more humane to students and 
teachers. Partly because they tend to be smaller than conventional 
schools, alternatives have fewer rules and bureaucratic constraints 
for students and teachers. In many cases, the alternative has been 
designed to eliminate aspects of the culture of the conventional 
school that are most unpleasant and oppressive to its clientele and 
its faculty.! 
^Douglas Watson, Alternative Schools: Pioneering Districts Create Options 
for Students, National Public Relations Association, New York (1978): p. 23. 
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Alternative Programs Complement Conventional Programs 
There are many ways that alternative forms of education complement the 
standard educational program within any city according to the National 
Association of Secondary School Principals. Let us review some of these ways. 
The first and most obvious way is that alternative schools' response to the 
needs of some students whose needs are not being met by the existing programs. 
Some children and youth need schools that provide for different styles of learning. 
Some need smaller schools with more opportunities for decision-making and self- 
determination. Some would benefit from more learning experiences out in the 
community, including work experiences. Some children learn better in open, 
informal, noncompetitive, or nonprint-centered environments. Some will benefit 
from schools without grade levels; others from school without traditional subjects. 
Some need more opportunities to develop social skills and social responsibility. 
Recently educators in this country are interested in investigating the 
cognitive development of children. Beecher Harris suggests that we need schools 
that develop the thinking (cognitive) skills rather than the reading skills in the 
early years. He also suggests the need for schools without traditional subjects.^ 
Second, the alternatives will complement the system by providing a place to study 
which schools and learning styles correspond. 
Some research is already underway in this area. A model has been developed 
and used to match conceptual levels of students with two different learning 
Beecher H. Harris, "Schools without Subjects?" Educational Leadership, 29:5 
(February 1972)): pp. 420-23. 
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models (environments). ^ The voluntary nature of the alternative schools 
overcomes many of the problems related to research with human subjects. 
Innovations can be explored and pioneered in the smaller alternative schools that 
might be resisted in the larger conventional school, particularly if all students and 
teachers are compelled to participate. 
Third, the alternative schools will encourage the conventional schools to look 
at themselves more carefully and more critically. In many communities, there 
are long waiting lists for admission to the alternative schools. This frequently 
creates a healthy self-examination on the part of the faculties in the conventional 
schools. 
Fourth, the alternative schools incorporate the community in the educational 
process through initial dialogue within the community and the involvement of 
community members in the routine of the alternative school. The development of 
optional schools creates a forum for the discussion and analysis of schools and 
their role in a postindustrial society. In some communities, this forum will lead to 
cooperative reform efforts. 
Every community should consider the need for alternative public schools. 
Many communities will find the alternatives are needed immediately; many will 
not. In some communities school administrators will perceive the need for 
alternatives, but teachers and parents will not. In some communities parents will 
be the first to perceive the future. 
Ibid., p. 422. 
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Fifth, some alternative schools are developing curricula on environmental 
education, consumer education, career education, global education, sex education, 
futures education, parent-family education, citizen-voter education, multicultural 
education, all of which cut across the boundary lines of traditional subject matter. 
Sixth, the alternative schools provide opportunities for exploring, designing, 
and developing a much broader array of learning facilities. The basic classroom 
structure of the typical conventional school has changed little over the centuries. 
Already alternative schools are using a variety of nonconventional facilities 
available within their communities. The smaller, more flexible school could 
become a proving ground for new concepts in school design, new combinations of 
hard and soft space, and totally new approaches to the development of learning 
environments. Already research is underway attempting to match the learning 
styles of students with different learning environments.^ 
Seventh, conventional education rewards and allows a limited range of 
teaching styles. Not all teachers are comfortable within this range. Many of us 
remember brilliant and gifted teachers who refused to conform and were lost to 
the profession. Open informal education, currently popular in England and 
becoming more so here, requires a significantly different teaching style. Some 
teachers move easily into the open schools; some do not. A plurality of modes of 
education will provide opportunities for wider variations in teaching styles and for 
more diversity among teachers and administrators. 
The alternatives provide new opportunities for the cooperative development 
of better teacher-education institutions. Already several universities are working 
out cooperative programs with alternative schools. 
^bid., p. 423. 
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Research and Evaluation 
Synopsis 
There is a paucity of objectives and substantive research on the effectiveness 
of alternative schools and alternative education programs. Much of the literature 
is devoted primarily to advocacy or critical attack on the alternative education 
concept. The major studies that are available tend to be analyses of existing 
evaluations and reports. 
Existing reports are inconclusive on the overall benefits of alternative 
education programs primarily because evaluations have not been consistent in 
purpose or systematic in approach. Where quantitative data such as test scores or 
college admission are available, they show that students in alternative schools 
usually perform better than their counterparts in traditional school programs. 
There is a consensus in the literature that students in alternative programs make 
significant and often dramatic improvements in the affective area. 
Researchers consistently report that far too little data have been gathered 
and analyzed to draw hard conclusions on any of the major areas of concern. 
Findings are generally referred to as little more than hypotheses that remain to 
be confirmed. Additional research in the area of the effectiveness of alternative 
education is sorely needed. 
Research. Because of the relative newness of most alternative schools, 
systematic research on the concept has been limited. Many of the publications on 
the concept have represented either advocacy or critical attacks, neither of which 
were sufficiently supported by substantial evidence. The substantive research 
that has been completed presents a variety of mixed insights. 
In 1977, Educational Research Services, Inc. developed a summary of 
research pertaining to the evaluation of alternative education and published its 
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findings in an ERS Research Brief. The Research Brief contained synopses of 27 
evaluations, an overview and history of alternative schools, and a discussion of the 
issues and trends associated with the alternative education concept. 
In summarizing its findings, ERS reported that as a result of the many 
different categories of alternative schools, and the variety of programs with 
diverse goals and purposes, "it is difficult to determine accurately, the success of 
alternative public education."* 
Other available research has identified some very promising aspects of 
alternative education programs. It has been reported that "a very high percentage 
2 
(92 percent in one study) has written statements of the schools' learning goals." 
A summary of the NASP Survey revealed that: 
In Grand Rapids, Michigan, where more than 20 alternative schools are in 
operation, the District Officce of Planning and Evaluation has indicated 
that its alternative schools have developed far better descriptions of 
their goals than have their conventional counterparts. (13:ch.5.) There 
are also a growing number of alternative school programs in Oregon, 
California, Minnesota, Indiana, and other states that are developing 
specific sets of competencies for their students to achieve.-^ 
In 1974, the National Alternative School Program at the University of 
Massachusettes surveyed 300 alternative public schools and conducted a more in- 
depth study on an additional 100 and found alternative schools placing a major 
emphasis on basic skills. 
* Educational Research Services, Inc., Evaluations of Alternative Schools, 
ERS Research Brief, Arlington, 1977, p. 44. 
2 
Thomas E. Wolf, Michael Wallace, and Robert Mackin, Summary of the 
NASP Survey, 1074, unpublished report prepared by the National Alternative 
School Program, University of Massachusetts, Amherst, 1971. 
3 
Vernon Smith, Robert Barr, and Daniel Burke, Alternatives in Education: 
Freedom to Choose, Phi Delta Kappa, Bloomington, Inc., 1976, pp. 38-43. 
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Joe Nathan reported that "eighty-five percent of the schools studied 
indicated that they emphasized basic skills of reading, writing, and composition."* 
A study of alternative schools funded by the Ford Foundation found that 
alternative students usually do better than traditional school students in cognitive 
areas. 
Where standard measures of achievement such as test scores or college 
admission are applicable, they show that alternative school students 
perform at least as well their counterparts in traditional school 
programs, and usually better/ 
In a study of alternative schools in Grand Rapids, Michigan, it was found that 
"students who had made little gains in the regular schools made consistent 
improvements in alternative schools that emphasized remedial work in skills 
„3 areas. 
How well do alternative schools educate students? In 1978, Daniel L. Duke 
and Irene Muzio attempted to assess the effectiveness of alternative schools by 
reviewing the content of recent evaluations and reports. Duke and Muzio studied 
the contents of nineteen evaluations and reports dealing with recent alternative 
schools. With two exceptions, all documents were obtained through an ERIC 
search. Only one nonpublic school was included in the nineteen institutions in the 
assessment sample. 
After an extensive analysis of such indicators of effectiveness as academic 
achievement; art, music, and physical education; affective achievement; 
*Joe Nathan, "Graduation Requirements and Alternative Schools," Changing 
Schools, No. 15, 1976, p. 5. 
2 
Ford Foundation, Matter of Choice: A Ford Foundation Report on 
Alternative Schools, Ford, New York, 1974, p. 6. 
3 
Smith, Barr, Burke, Alternatives in Education, p. 33. 
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attendance; work habits and responsibility; social behavior; postgraduate activity; 
costs; and teachers, the researchers concluded that the available data did not 
permit them to answer the question of effectiveness with confidence. They 
painted what they considered to be several weaknesses in the evaluations. And, 
they made recommendations for future evaluations.^ 
While researchers offer divergent views on the effectiveness of alternative 
education programs on the cognitive development of students, there is a consensus 
in the literature that students in alternative education programs experience 
significant and often dramatic changes in the affective area. A cursory survey of 
available alternative school publications and evaluations which was presented in a 
position paper for NIE reported specifically that: 
1. The self-concept of alternative school students appears to improve, 
especially of students who have not done well in conventional 
schools. 
2. Alternative school students appear to be happier (parents tend to 
agree), more open-minded and have better attitudes about school. 
3. In alternative schools where the issue was evaluated, students seem 
to have an increased control over their own destinies, feel more 
secure and have greater self-identity. 
4. More positive attitudes also are demonstrated in a higher 
attendance rate, lower suspension and disruption rate, and less 
vandalism and violence in schools.^ 
Brian McCauley and Sanford M. Dornbusch conducted a series of studies in 
which they compared matched samples of students in alternative public high 
Daniel Linden Duke and Irene Muzio, "How Effective Are Alternative 
Schools? — A Review of Recent Evaluations and Reports," in Teachers College 
Record, Columbia University, Vol. 79, No. 3 (February 1978). pp. 461-83. 
2 
Robert Barr, Curriculum in Optional Alternative Schools, Unpublished paper 
commissioned by the National Institute of Education, presented at Conference on 
Policy Issues in Educational Options, Chicago, 3une 30, 1976, p. 15. 
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schools and traditional public high schools. The researchers sought to discover 
what characteristics led people to renounce regular public schools in favor of 
alternative education, and what happened to the students and parents as a result 
of alternative schooling.^ The researchers combined three separate studies to 
generate some answers to their questions. 
In the first study, some high school students working closely with the senior 
researchers interviewed forty students in two alternative high schools and forty 
students in the regular high schools. These data were used to examine the 
differences in the characteristics of students and parents in alternative high 
schools and in traditional high schools. 
In the second study, every student in an alternative high school was matched 
with a student in the same regular high school and two comparisons were made. 
The characteristics of students and parents in the alternative school were 
compared with the characteristics of students and parents in a traditional high 
school. And, the perceptions of students and parents were used to contrast the 
educational processes in the two educational settings. 
In the third study, they used the same students used in the second study and 
compared their academic achievement. 
The researchers developed an integrated set of data to learn why some people 
reject traditional schools in favor of alternative education and to assess the 
results of the two types of educational settings. The studies were conducted over 
a two-year period. 
Brian McCauley and Sanford M. Dornbusch, "Students Who Choose 
Alternative Public High Schools -- Their Background, Their Education, and Their 
Academic Achievement: A Comparison of Matched Samples," in Terrence E. 
Deal and Robert R. Nolan's Alternative Schools, Nelson-Hall, Chicago, 1978, 
pp. 211-229. 
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The findings were as follows: 
1. The image of alternative schools is important as a site for 
independent learning. 
2. The students who did not enter alternative schools often felt 
dissatisfied with the level of individualized attention they received 
in the regular school. 
3. Students in both alternative and regular schools reported that they 
did not have feelings of independence, responsibility and initiative in 
the regular schools; and that students played only a small part in 
decision making in the regular school. 
4. Students who were attracted to public alternative schools perceive 
school as a less favorable environment for learning and felt less 
happy in regular schools. 
5. Students in both schools responded that parents were unlikely to 
participate in school decisions, and that the relations between 
students and teachers were rarely close and informal in regular 
schools. 
6. The public alternative school did, in line with the ideology, provide 
an individualized and responsive learning environment. This made 
the students happier. 
7. The academic achievement of the students in the alternative school 
was no more or no less than that of students in the regular school. 
S. For those students who need more freedom and responsibility, the 
alternative school provides a worthwhile alternative. 
The research indicates that the alternative school movement has not focused 
on the needs of intellectually able and gifted students as much as it has on 
potential dropouts, alienated students and low academic achievers. This is not 
being served in alternative programs. However, there is a paucity of research and 
substantive data to document the benefits for those who are usually high 
achievers. 
^Ibid., pp. 341-342. 
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Evaluation. To evaluate is to measure. Any measurement lacks meaning 
unless the standard is known. For students and schools to be properly evaluated, 
first there must be standards or criteria against which the evaluation can take 
place. 
Evaluation is extremely important to determine accountability and the level 
of management control existing in alternative education programs. School 
program evaluation as practiced by the regional accrediting association needs to 
be done in order to gain increased accountability for educational institutions, lay 
citizens, and legislatures: 
Implementation of an audit in school program evaluation would require 
somewhat different types of commitments by the regional associations. 
First, it would appear reasonable that these associations organize a 
representative group to cooperatively develop basic standards for self- 
evaluation at the various levels of schooling. This cooperative venture 
would be useful in helping establish the credibility of the standards even 
if changes were made by the individual associations before 
implementation. Second, training programs for evaluation auditors must 
be developed, and inservice programs should be provided for school self- 
evaluation participants. Third, association personnel would be required 
to review, help improve, and approve school self-evaluation plans prior 
to the full implementation of the school's self-evaluation. 
As competition for limited public monies increases, one of the greatest 
challenges facing educators and citizens is the preservation and 
continued search for educational opportunities of high quality. The 
regional accrediting associations must reaffirm the credibility and 
usefulness of the school evaluation and accreditation processes. 
Maintenance and development of quality educational opportunities 
require continuous effort. To this end a new, more process and product- 
oriented school evaluation scheme is needed to (1) demonstrate to the 
public and to educators that this 'quality' is verifiable and (2) to 
facilitate achievement and maintenance of a high level of conformance 
with the standards of the various associations by member schools. If the 
regional accrediting associations were to be leaders in the issue of school 
quality, a renewed, broad-based support for public education might 
result. 
* Carol E. Hanes, "Auditing as an Alternative School Evaluation Technique," 
Illinois Office of Education, Springfield, Ilinois (1978): p. 265. 
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Many alternative school people share the view held by 3ohn Brener, the 
original director of the Parkway "School Without Walls" program. He stated: 
If evaluation is to be any educational worth, it cannot be regarded as it 
is in most schools, as a postmortem that takes place after the student 
has died. Evaluation must become an integral part of the total learning 
process and not an appendage to it. True evaluation takes place on a 
day-to-day or, more accurately, a minute-to-minute basis, but this is 
possible only in a learning community structured to encourage 
spontaneous feedback and which thereby permits interaction. 1 
Evaluations are often no more than a device to check upon or to put down 
experimental programs. Some evaluators criticize conventional evaluation found 
in traditional schools as providing too narrow a yardstick by which to gauge 
education. They charge that occasionally outside evaluations are more interested 
in promoting a theory than fairly recording what they find. They contend that a 
small beginning program can be smothered by instant analysis, that results in a lot 
more statistics than students. 
Citing these and other reasons, A Quality Schools Network For Illinois, a 
1971 report for the Illinois state superintendent, concluded: 'In theory, 
evaluation of ongoing educational programs is usually seen as vital to 
program effectiveness. Evaluation is expected to demonstrate which 
educational programs are effective, to provide new knowledge about 
educational processes . . . and to form the basis for a feedback loop 
considered crucial by many educational theorists and planners.' The 
report added: 'Evaluation is expected to help teachers and school 
administrators think more clearly about what they are doing ... in 
practice, based on the experience of the schools we analyzed, evaluation 
has had almost no effect on the development of experimental 
programs.'2 
An evaluation of the alternative education programs in the Atlanta Public 
School System was not clearly definitive as it relates to the Illinois study. The 
findings of the Atlanta evaluation were: 
^Education Research Service, Alternative High Schools: Some Pioneer 
Program, Research Division National Education Association, Washington, D. C. 
(1972): p. 55. 
2 
Ibid., p. 60. 
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1. Nearly 1,000 students of high school age are enrolled for a full 
quarter or more of alternative education programs in the Atlanta 
Public Schools. These programs represent a wide range of students 
from bottom levels of achievement and socio-economic status to the 
gifted and affluent. The programs range from purely academic to 
remedial academic to career exploration to performing arts. The 
only alternative available to elementary-age pupils is the Arts and 
Humanities Center. 
2. Attendance rates vary with the alternative. The ones designed for 
low achievers set goals of 70 to 80 per cent and work diligently to 
achieve them. The programs for some of the higher performers 
report excellent rates of attendance. 
3. No generalizations about levels of achievement can be made for all 
alternatives. Some schools are designed specifically for students at 
any level. From the limited evidence available that with attendance 
and achievement, participation in alternative stimulates most 
students to achieve higher levels of performance and better attitude 
toward school than would have been observed at the former school 
setting. Standardized testing in high schools does not cover ail 
grades and, therefore, is not a good source of information about 
specific levels of achievement of rates of progress. 
4. Cost analysis is very nearly impossible to produce. Records have 
not been kept separately for alternatives as a general practice, but 
certain of the programs have support from outside of the school 
system. Considering this, it seems that including alternatives in the 
school system program without the additional money would cost 
more than not having them. However, a cost-benefit analysis 
linking benefit to philosophy of individualizing instruction would 
very likely show that the cost is justified. 
The most important evaluation is one that measures the progress of a student 
along a given standard. Thus, before meaningful evaluation can take place, 
student and school objectives must be carefully determined, understood, and 
accepted by educational administrators, students, teachers, and parents. The 
feedback process must be rapid enough to help improve student performance. 
Atlanta Public Schools, Alternative Education Programs Evaluation, (Duly 
1977): p. 6. 
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Schools should sponsor several types of evaluation. Since most kinds of 
evaluation tell you something but not everything, there is value in having multiple 
1 gauges. 
Finally, evaluation methods should be structured into a school program at the 
onset. There is no sense in using an evaluation process that does not give students 
and teachers information about their work. The educational process may outgrow 
the evaluation structure, causing it to no longer fit the situation. If the 
evaluation is not helping people do a better job, it is in the way and ought to be 
2 
discarded for something more relevant. 
Financing and Sources of Funding 
Synopsis 
Rising costs in education are accompanied by a lower tax base from which 
public school revenues were largely derived. The flight to the suburbs of many 
white and upper-income black residents has decreased the tax rolls of cities. The 
income of residents of urban school systems has declined in proportion to their 
suburban and rural counterparts, forcing an increased tax burden upon people less 
able to pay. Since schools are in keen competition with other municipal services 
for tax dollars, the level of school support has been affected. With realization 
that the burden of financing education is heavier for some segments of the 
population than for others, the means by which states obtain and distribute 
revenues for public schools are now being challenged. Many school districts 
* Alvin C. Eurich, editor High School 1980. Pitman Publishing Corporation, 
New York, NY (1970):'p. 300. 
2Ibid., p. 304. 
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have been placed in a socioeconomic and political view for change starting with 
the premise that public school policy is in transition, especially with respect to 
resource allocations. 
An important aspect of the alternative education programs is to make its 
financial plans clear and understandable. If the expectations of all those involved 
in the alternative school effort are examined ahead of time, the AEP will gain 
credibility and there will be a smoother and more fruitful relationships between 
the school district administration, school board, and community. 
Funding Policies and Responsibilities 
The financing of the school district is one responsibility of the board of 
education. It is the board that establishes the annual school budget and in many 
school districts presents it to the public at an annual meeting of qualified voters 
of the district. 
The question of money, how to get it and what to do with it is a constant 
problem. The level of financial support is an indication for some of a community's 
commitment to its educational programs. 
According to Lindhoim, we are presently in the midst of a school finance 
reform movement. More than likely what we see as currents of school finance 
reform are a portion of a larger stream of reform throughout education. These 
reforms have as their general objectives the elimination of the delivery of 
educational services. 
The school finance portion of the general education finance reform is 
aimed particularly at eliminating the available resource disparities which 
now exist. In the process of doing so, the property tax as a source of 
school revenues has been identified time and again as the culprit 
responsible for inequalities in educational opportunities. A number of 
major court decisions and commission studies have provided both an 
empirical basis and a legal justification for this point of view. As a 
result of this movement, proposals for changes in property taxation and 
reorganization of school finance in general are now being considered 
which would have been unthinkable, or at least considered foolhardy, 
several years ago. Although well intended, some of these proposals have 
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inherent in them serious flaws which in fact interfere with the reduction 
of the inequities and frustrate attempts to improve educational systems. 
These flaws result, largely, from ignoring pitfalls along the path to 
reform.* 
In the 1976 National School Boards Association Research Report it was stated 
that a district needs only to be willing to use its resources in different ways to 
fund alternatives to education. It may mean that the money that you use for 
aides for a year might go to pay for a program coordinator, for example. Or use 
the money that goes into staff development, which most districts spend anyway, 
to concentrate on the changes that the staff is trying to make. Of the alternative 
schools today, half were started without any additional funding. You need the 
2 
commitment more than you need the dollars. 
According to Vernon H. Smith, alternative public schools operate on the same 
pupil budgets as other schools at the same level within the same community. 
Some cost more, and many cost less, but in most communities traditional schools 
also vary somewhat in per-pupil cost. 
Sometimes modest funds are necessary for planning and development: 
sometimes they are not. As a school district moves to alternative 
schools, there will probably be transitional expenses just as there are 
always added expenses each time a new conventional school is opened. 
In many communities school boards and school administrators have found 
ways to provide alternative schools without significant expense.^ 
* Richard W. Lindholm, Property Taxation and the Finance of Education, The 
University of Wisconsin Press, (1974): p. 41. 
2 
National School Boards Association, How' Much Do Alternative Schools 
Cost?, National School Boards Association Research Report No. 1976-3, Evanston, 
Ohio (1976): p. 19. 
3 
Vernon H. Smith, Alternative Schools, Professional Educators Publications, 
Inc., Lincoln, Nebraska (1974): pp. 64-65. 
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Advantages of Financing Alternative Education 
One strong selling point used lor alternative schools has been that they cost 
no more than traditional schooling. Other proponents of alternative schooling 
argue that alternative schooling cost less. 
Those who argue alternative schools cost less would do so on the following 
basis. The single largest cost in the school budget is for personnel. Alternative 
schools are able to mobilize volunteers from a variety of sources including 
parents, community agencies, the local business community and teacher training 
institutions to teach in various capacities in the school to a much greater degree 
than the traditional school. Most alternative schools place emphasis on learning 
environments. 
Alternative school planners according to Deal and Nolan should be aware that 
the personnel budget allotment for the school consists either of transferred 
district staff or funds for replacement staff. Secondly, if funds become available, 
they may be used to supplement instruction. 
1. Parents can be important sources of teaching supplies and other 
resources. Enthusiastic parents will pop up in the alternative school 
as time goes on. If some system is developed in the school for 
plugging these individuals into the program, there will be a whole 
range of benefits, from an exciting, participatory learning and 
teaching environment to a supportive parental political force, to a 
strong resource-gathering group. Particularly involved parents may 
serve as a lobbying force in support of the school on ail levels of its 
existence. To capitalize on this potentially huge source of 
resources, the staff of the alternative school should be sensitive to 
such possibilities and be flexible enough to incorporate them into 
the school. 
2. Cooperative arrangements for sharing facilities with other facilities 
with other schools in the school district are often possible. 
Libraries, high-cost equipment such as video tape units, physical 
education facilities, special area laboratories, etc., are often not 
used to their full potential in district schools. Some schools have 
surplus supplies. Access to such resources can often be negotiated. 
3. Local teacher training institutions can be a source of teaching 
personnel in the form of interns. Although selectivity is very 
important, many teacher training programs can offer interns to 
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alternative schools as the practicum component of their programs. 
Also, technical assistance can be negotiated with other components 
of the colleges. 
4. Businesses can be a surprisingly rich source of input. Many 
businesses are trying to find ways to serve their communities. Some 
are quite open to donating facilities and personnel for instructional 
input to the schools, particularly if it is for an innovative effort. 
5. Government surplus outlets give tremendous discounts to schools. If 
you can get some formal documentation from your district, then you 
can get some great materials at low prices from government surplus 
outlets. 
6. Charitable and community institutions such as the church, YMCA, 
police department, and other local governmental institutions, can be 
other sources for personnel, supplies, etc. As with all the rest of 
these sources, the key to marshalling such resources to mobilize the 
staff, students, and parents to go out and get them. 
7. Most alternative schools make arrangements for more effective 
sharing of facilities than conventional schools. An example of this 
type of arrangement is an alternative school which uses the local 
YMCA as the site for physical education. 
For those who argue that alternative schools cost more, only the start-up 
costs more. Start-up costs may include funds for release time for staff members 
who are planning the alternative school plus miscellaneous planning costs, funds 
for staff training before implementation and after the school is operating, funds 
for equipment, and the like. 
If the staff is not transferred from district personnel, cost would have to be 
absorbed by the school district. More transportation costs can also be created for 
alternative schools than for traditional schools. Finally, alternative schools may 
have student populations too small for efficient use of central resources. For 
those who argue the expense is too great: 
Deal and Nolan, Alternative Schools, pp. 341-342. 
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Imagine a town in which every family is arbitrarily assigned to one local 
doctor by a ruling of the board of health. Imagine that the health board 
assigns families only on the basis of the shortest distance from the home 
to the doctor's office. Imagine finally that if a family complains that 
the assigned doctor is not helping one ailing member of the family the 
board of health replies, 'Sorry, no exceptions to doctor assignments.' 
If this sounds like a totalitarian nightmare, stop and think. This is 
nothing less than a description of the way that boards of education assign 
children to schools and teachers. The fact that it is a time-honored 
tradition does not change the meaning of the process. In fact, a better 
case can be made for assigning families to doctors than to schools and 
teachers. 1 
Economically, alternative programs do not depend on large inputs of 
additional money. Rather, they are based on a reutilization of existing resources. 
Whether alternative education becomes a full fledged reform or a fad will depend 
in large measure on the level of professional leadership provided, including that of 
organized teacher groups. America still looks to professional leadership for 
guidance. 
Summary 
The literature pertinent to this study of alternative education programs has 
been reviewed under the major titles: (1) alternative education programs: 
concepts and scope, (2) policy-making, (3) organizational structure, (4) the 
relationship of alternative education to regular education, and (5) financing and 
sources of funding. 
The literature reveals a growing consensus among educators and the general 
public that establishing qualitatively unique schools can help some of the 
pressures on school systems caused by forcing everyone to adjust to the one main 
model. 
^3ohn Theroux, "Financing Public Alternative Schools," Alternative Schools, 
Ideologies, Realities Guideline, Nelson-Hall, Chicago (197S): p. 242. 
The one-model approach encourages uniformity; the alternative approach 
encourages individualization. A trend toward developing, and legitimizing 
alternative education opportunities is clear. 
The board of education establishes policies which govern every phase of the 
schools' program including alternative education. These policies should reflect 
the best thinking of the members of the board, as citizens and as board members, 
as well as the recommendations of the professional educators employed by the 
board. 
A variety of administrative structures are used in various alternative schools. 
Some operate as mini-schools or schools within schools using a few classrooms, a 
wing or a separate floor in a school building. Others are satellite schools in a 
separate facility with administrative ties to a standard school. Still others 
operate as total separate and autonomous units. 
Alternative education programs are designed to complement the regular 
school programs. They provide for a broader range of learning facilities and 
teaching methods than regular school programs allow. They are able to mobilize 
volunteers from a variety of sources including parents, community agencies the 
local business community, and teacher training institutions to a much higher 
degree than the traditional school. They also place more emphasis on the learning 
environment. 
Alternative education programs are more cost effective than traditional 
schools. By using volunteers and community resources, alternative schools are 
able to provide more meaningful and diverse educational experiences for students 
at a lower cost than the traditional school provides. 
Alternative school programs, like ail school programs, should be evaluated 
according to some systematic process using clearly established, understood, and 
accepted standards. 
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Alternative education programs are in need of a stronger commitment and 
financial support from boards of education if they are to continue to grow and 
provide viable options for students with special interests and needs. * 
1 
Deal and Nolan, Alternative Schools, pp. 301-305. 
CHAPTER III 
METHODOLOGY 
This section presents the population, procedure employed, and categorization 
of school districts in this study. 
Population 
The population consists of twenty-eight school districts in the Great City 
Schools, a nonspecific educational organization representing the largest urban 
school systems in the country. (See Appendix A.) Its purpose is to promote the 
improvement of education in the Great City Schools through research, action, and 
other appropriate activities. 
The Research Council of the Great City Schools, as it was first called, was 
organized in 1956 to conduct studies of unique problems faced by urban areas in 
their efforts to meet the comprehensive public school needs of the children. 
Membership is limited to urban public school systems located in cities with a 
population of over three hundred thousand or schools with an enrollment of 
seventy thousand. 
This population was chosen because the urban school districts deal with 




In the descriptive study, a questionnaire was used to obtain the data. (See 
Appendix B.) The questionnaire form was selected because of the straightforward 
way data were collected and the method of tabulating. 
The questionnaire was designed to assess operating plans of the school 
system's Alternative Education Programs. The researcher followed the 
characteristics described by Abraham N. Oppenheim* and the following 
statements listed by Ary, Jacobs, and Razavieh: 
1. The questionnaire must deal with a significant topic in the 
particular field in which it is being used. 
2. Careful selection should be made of the respondents for the sample. 
3. The instrument must be constructed in such a way that it reflects 
quality. 
4. The questionnaire is as brief as possible so that it requires a 
minimum of the respondent's time.^ 
The researcher acknowledges possible misinterpretation of the questions by 
respondents as a disadvantage of using the questionnaire data collection. In order 
to eliminate this problem, preliminary drafts of the questionnaire were given to a 
"jury" of twelve individuals who were knowledgeable about alternative education. 
These individuals were asked to note the questions they believed were poorly 
worded, ambiguous, unintelligible, or unanswerable. They were asked to write 
Abraham N. Oppenheim, Questionnaire Design and Attitude Measurement 
(New York: Basic Books,1966): pp. 89-92. 
2 
Donald Ary, Lucy Jacobs, and Asghar Razavieh, Introduction to Research in 
Education (New York: Holt, Rinehart, and Winston, Inc., 1972): p. 167. 
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questions, if any, they might believe to be relevant to the assessment of 
alternative education. 
Transmittal of Questionnaires 
Before the writer began this study, Dr. Alonzo A. Crim, President of the 
Council of Great City Schools, sent to each council superintendent his own letter 
of approval and cooperation. (See Appendix C.) 
The letter of approval was sent to Dr. Alvin Townsel, Research Associate of 
the Council of Great City Schools and in return he sent a letter to ail Council 
Superintendentents of Curriculum asking for their cooperation in this study. (See 
Appendix D.) 
Finally, Dr. Townsel sent a letter to the appropriate persons at Atlanta 
University acknowledging his collaboration with the writer concerning this 
proposed research study. (See Appendix E.) 
The questionnaires were mailed to selected school systems with a transmittal 
letter explaining the purpose and value of the research and questionnaire. 
The transmittal letter also explained the reason why the school system was 
included in the sample. The letter urged immediate return. Follow-up letters 
were made to ensure 75 percent return. 
Categorization of School Districts 
The Council of the Great City Schools represented twenty-eight urban school 
districts which served over five million students, three million of whom are racial 
minorities. These five million students constituted over eleven percent of the 
total elementary and secondary public day school enrollment within the United 
States. One out of every three children comes from a family whose income is 
below the Federal poverty level or whose subsistence was dependent on welfare. 
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Because of the scope and diversity within council's membership, it was 
statistically necessary to categorize each school district. These categories were 
HIGH METRO DISTRICTS (HMD), MEDIUM METRO DISTRICTS (MMD), and LOW 
METRO DISTRICTS (LMD). The placement of districts into a specific category is 
based on the 1978's elementary and secondary enrollment. Twenty-four school 
districts responded to the Alternative Education Questionnaire. 
HIGH METRO DISTRICTS (N = 9): School districts in this category have a 
total enrollment greater than 100,000. 
District Enrollment 
Los Angeles 560,771 
Chicago 494,888 





Washington, D. C. 113,858 
Memphis 113,204 
MEDIUM METRO DISTRICTS (N = 7): School districts in this category have a 
total enrollment between 65,000 and 100,000. 
District Enrollment 
Milwaukee 95,443 
New Orleans 88,714 
Atlanta 75,734 





LOW METRO DISTRICTS (N = 8): School districts in this category have a 
total enrollment of less than 65,000. 
District Enrollment 














Eastern Southern Mid Western Western 
Districts 
Medium Metro 
3 3 2 1 
Districts 
Low Metro 
1 3 2 1 
Districts 2 1 1 4 
Research Design 
The purpose and focus of this research design is to formulate a process for 
collecting and analyzing data related to alternative educational policies, 
organizational structure, and the level and type of financial commitment. The 
isolation of relationships among the aforementioned variables will provide insight 
into how school districts alternative practices might be better modified to meet 
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the needs of this selected student population. However, caution must be taken 
not to attribute cause-and-effect relationship to any one variable. If there is a 
particular policy, then there should be a corresponding practice. This does not 
negate the existence of a policy without a practice or vise versa. 
Schematic Research Diagram 
HIGH METRO DISTRICTS ORGANIZATIONAL STRUCTURE 
MEDIUM METRO DISTRICTS O EDUCATIONAL POLICIES 
LOW METRO DISTRICTS LEVEL OF FUNDING 
The association and relationships among the size of school districts on these 
selected variables will pinpoint differences and similarities within and between 
categories. The test of significance will give the extent of this comparison. The 
actual statistical tools used in this study are outlined below: 
1. Frequency Distributions -- The frequency distribution gives a range of 
scores or measurements which indicated how the research population 
responded to various items on the Alternative Education Questionnaire. 
2. Central Tendency -- The central tendency yields data information on the 
average of the score (mean), the midpoint of the range (median), and the 
highest point of the distribution (mode). 
3. Variability — Variability describes how much relative similarity or 
variation existed among the measure in the distribution. 
4. Chi-Square -- Chi-square is a test for significance within a population on 
two or more variables in terms of selected items on the questionnaire. 
The .05 level of significance was utilized. The .05 level of significance 
is used mainly by researchers and statisticians to analyze data for the 
social sciences and education. 
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Statistical Package for the Social Sciences 
The Statistical Package for the Social Sciences (SPSS) was selected for data 
computations because it is an integrated system of computer programs for the 
analysis of social science and educational data. SPSS allows a great deal of 
flexibility in the format of data. It also provides the user with a comprehensive 
set of procedures for data transformation and file manipulation, and it offers the 
researcher a large number of statistical routines commonly used in the social 
sciences and education. 
The cross tabulation program was selected from the SPSS for the scoring and 
computing of data in this study. Cross tabulation is basically a joint frequency 
distribution of cases according to two or more classificatory variables. These 
joint frequency distributions were statistically analyzed with Chi-square as the 
test of significance. 
CHAPTER IV 
DATA PRESENTATION AND ANALYSIS 
Introduction 
This chapter will present data based on sound statistical and research 
procedures for this type of study. This presentation will focus on the quality of 
involvement and the level of participation of council members' school districts. 
Identification of organizational structures, educational policies, and levels of 
funding relative to alternative education programs will also be discussed. 
An analysis was performed on High Metro Districts, Medium Metro 
Districts, and Low Metro Districts with measurement of intra-inter relations. 
The similarities and differences in these relations identify the districts' 
involvement and participation. 
This presentation is divided into four analytical topics followed by an 
evaluation and the charted data. The topics are given below: 
1. Demographical and descriptive information. 
2. Type of alternative education programs funding. 
3. Organizational structure. 
4. Educational policies. 
Finally, this statistical report is based on individual programs and school 
districts as opposed to student population counts. 
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According to rank order, Schools Without Walls (SWW) form the largest group 
of respondents, Schools for Special Skills (SSS) are second, and Open Schools are a 
distant third. The remaining alternative education programs total 26. See 
Table 2. 
TABLE 2 
TYPES OF PROGRAMS 
School 
District SWW OP SD SPD FS CS MC/ME SSS Other 
High 
Metro 15 5 1 3 1 4 1 17 5 
Medium 
Metro 29 7 1 0 1 3 0 13 2 
Low Metro 19 2 1 0 1 1 0 6 1 
Total 63 14 3 3 3 8 1 36 8 
Percentage 45.3 10.0 2.2 2.2 2.2 5.8 0.7 25.8 5.8 
The distribution for SWW and SSS programs is below: 
Percent 
School District SWW SSS Difference 
High Metro 28.8% 
(N = 15) 
32.7% 
(N - 17) 
3.9% 
Medium Metro 51.8% 
(N = 29) 
23.2% 
(N = 13) 
28.6% 
Low Metro 61.3% 
(N = 19) 
19.4% 
(N = 6) 
41.9% 
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Table 3 demonstrates the number of students involved in AEP according to 
school districts. Sixty-nine percent of the districts surveyed state that their 
student population ranges from 0 to 300. Only one district in a high metro area 
had a center with 1,500 to 1,800 students. 
TABLE 3 
STUDENT POPULATION 
School 0 to 301 601 901 1,101 1,500 
District 300 to 600 to 900 to 1,100 to 1,500 to 1,800 
High Metro 24 13 7 2 3 1 
Medium Metro 36 6 2 0 1 0 
Low Metro 22 2 1 0 0 0 
Total 82 21 9 2 4 1 
Percentage 68.9 17.7 7.7 1.6 3.3 0.8 
Grade levels range from kindergarten to twelve with some nongraded 
programs. Table 4 shows that over 50 percent of the studied school districts have 
a K to 6 grade arrangement. Only eleven percent of the districts have AEP for 
grades 6 to 8. 
Alternative education is a recent phenomenon as shown in Table 5. More 
than 40 percent of the programs are less than five years old with similar numbers 





District K to 6 6 to 8 9 to 12 Other 
High Metro 16 7 17 3 
Medium Metro 36 1 12 2 
Low Metro 16 5 7 2 
Total 68 13 36 7 
Percentage 54.8 10.5 29.0 5.7 
TABLE 5 
YEARS OF OPERATION 
School 
District 0 to 5 6 to 10 11 to 16 Over 17 
High Metro 14 11 4 1 
Medium Metro 11 12 4 0 
Low Metro 8 10 6 1 
Total 33 33 14 2 
Percentage 40.2 40.2 17.1 2.5 
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The purocess for student selection into alternative programs is given in 
Table 6. Districts report that over 50 percent of their student population is 
assigned to an AEP; however, they also state that none is forced into a program. 
A lottery is used by only one school system. 
TABLE 6 
MEANS FOR SELECTION 
School 





High Metro 0 21 17 0 8 
Medium Metro 0 35 12 0 8 
Low Metro 0 17 11 1 4 
Total 0 73 40 1 20 
Percentage 0.0 54.5 29.9 0.7 14.9 
The accumulated grade averages for alternative education program students 
are recorded in Table 7. Eighty-four percent of the students are in the B to C 
grade range. D students almost double the number of A students. 





School District A B C D 
High Metro 1 12 9 1 
Medium Metro 4 17 11 3 
Low Metro 0 4 14 4 
Total 5 33 34 8 
Percentage 6.3 41.3 42.5 10.0 
TABLE 8 
PERCENT INTERVALS OF STUDENTS LIVING IN CITY 
School 
District 100 to 85 84 to 69 68 to 53 36 to 21 20 to 5 
Less 
Than 5 
High Metro 21 0 1 0 0 0 
Medium Metro 37 0 0 0 0 0 
Low Metro 22 0 0 0 0 0 
Total 80 0 1 0 0 0 
Percentage 98.8 0.0 1.2 0.0 0.0 0.0 
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Type of Alternative Educational Program Funding 
The amount of private, local, state, and federal funds frequently corresponds 
to the family income within one school district. Students in alternative schools, 
however, represent all economic levels. 
The average family income for students in these programs is reported in 
Table 9. Forty-seven percent of the families earn under $15,000. Only one 
district reports a family earning over $25,000. Sixty percent of respondents state 
that families earning from $20,000 to $25,000 are from the medium metro 
district. There is no difference in the average family income of AEP students and 
traditional program students. 
TABLE 9 
AVERAGE FAMILY INCOME 
School Under $15,001 $20,001 $25,001 
District $15,000 to $20,000 to $25,000 to $30,000 
High Metro 10 6 7 1 
Medium Metro 12 9 15 0 
Low Metro 16 3 3 0 
Total 38 18 25 1 
Percentage 46.3 22.0 30.5 1.2 
Statistical Measurement: 
Chi-Square = 11.63 
Degrees of Freedom = 6 
Table value for Chi-Square - 12.59. 
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Funding for these programs falls into five major categories: local, state, 
federal, foundation, and tutition. Data in Table 10 demonstrate that school 
districts depend heavily on locai, state, and federal funding to maintain their 
programs. However, high, medium, and low metro school districts vary on their 
major source of funding. According to the data, high metro districts receive the 
majority of their funding from the state; medium metro districts depend on local 
funds; and low metro districts receive their major support from the federal 
government. The federal government funds 26.5 percent of the programs and 3.6 
percent are supported through foundations. The type of funding allocations is 
significantly different within alternative education programs according to the 
data. 
TABLE 10 
TYPE OF FUNDING 
School District Local State Federal Foundation 
Tuition/ 
Contr ibution 
High Metro 5 13 3 2 1 
Medium Metro 22 6 9 0 0 
Low Metro 6 5 10 1 0 
Total 33 24 22 3 1 
Percentage 39.8 28.9 26.5 3.6 1.2 
Statistical Measurement: 
Chi-Square = 24.43 
Degrees of Freedom = 8 
Table value for Chi-Square = 15.15. 
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Organizational Structure 
The administrative processes within a particular school system regardless of 
the number of students is always part of the planned structure. The importance 
of programs and the instructional emphasis have a direct relationship to 
placement within that structure. The alternative education programs' placement 
identifies the commitment of the school district. 
In Table 11, 90 percent of the respondents state they have written 
organizational structure; however, Table 12 indicates that 72 percent of the 
respondents see a need for a written organizational structure. 
TABLE 11 
WRITTEN ORGANIZATION STRUCTURE 
School District Yes No Total 
High Metro 22 2 24 
Medium Metro 34 3 37 
Low Metro 19 3 22 
Total 75 8 83 
Percentage 90.4 9.6 100.0 
Statistical Measurement: 
Chi-Square = .5502 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.9. 
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TABLE 12 
NEED FOR A WRITTEN ORGANIZATIONAL STRUCTURE 
School District Yes No Total 
High Metro 17 7 24 
Medium Metro 29 7 36 
Low Metro 13 9 22 
Total 59 23 82 
Percentage 72.0 28.0 100.0 
Statistical Measurement: 
Chi-Square = 3.14 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
Table 13 demonstrates whether the surveyed school districts are an integral 
part of the structure. The alternative education programs surveyed show a 
significant difference in their relationship to one organizational structure. 
Placement of AEP's in the organizational structures of the sampled systems 
reflects a consistent pattern of concern on the part of upper administrative 
persons. Table 14 illustrates that 85.5 percent of the districts sampled assigned 
AEP's to either the instructional division (48.2 percent) or the area/district 
offices (37.3 percent). 
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TABLE 13 
IS AEP AN INTEGRAL PART OF YOUR 
ORGANIZATIONAL STRUCTURE? 
School District Yes No Total 
High Metro 23 1 29 
Medium Metro 37 0 37 
Low Metro 21 1 22 
Total 81 2 83 
Percentage 97.6 2.9 100.0 
Statistical Measurement: 
Chi-Square = 1.66 
Degrees of Freedom = 2 
Table value for Chi-Square - 5.99. 
TABLE 19 
PLACEMENT OF AEPIN THE STRUCTURE 









High Metro 11 0 1 12 
Medium Metro 19 6 1 16 
Low Metro 15 0 9 3 
Total 90 6 6 31 
Percentage 98.2 7.2 7.2 37.3 
Statistical Measurement: 
Chi-Square = 19.83 
Degrees of Freedom = 6 
Table value for Chi-Square = 12.59. 
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Data on the administrative personnel assignment for alternative education 
programs are recorded in Table 15. Principals are head administrator in 54.2 
percent of these programs; assistant superintendents in 16.9 percent. The 






Superintendent Director Principal 
Assistant 
Principal Coordinator 
High Metro 3 3 14 1 3 
Medium Metro 8 5 21 0 3 
Low Metro 3 3 10 1 5 
Total 14 8 45 2 11 
Percentage 16.9 13.3 54.2 2.4 13.3 
Statistical Measurement: 
Chi-Square = 5.20 
Degrees of Freedom = 8 
Table value for Chi-Square = 15.51. 
Table 16 indicates that 96.3 percent of respondents believe that AEP's are an 
integral part of the community while 3.7 percent have the opposite view. There is 
no significant difference among the districts surveyed as to whether their AEP's 
were an integral part of the community. 
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TABLE 16 
IS AEP AN INTEGRAL PART 
OF THE COMMUNITY? 
School District Yes No Total 
High Metro 23 0 23 
Medium Metro 37 0 37 
Low Metro 19 3 22 
Total 79 3 82 
Percentage 96.3 3.7 100.0 
Statistical Measurement: 
Chi-Square = 1.66 
Degrees of Freedom - 2 
Table value for Chi-Square = 5.99. 
Table 17 demonstrates who was responsible for the initiation of the 
alternative education program. Of the respondents surveyed, 27.2 percent of the 
programs were initiated by administrators and 21.3 percent were initiated by the 
community. Only 3.7 percent of the programs were initiated by students. 
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TABLE 17 
INITIATORS OF ALTERNATIVE EDUCATION PROGRAMS 
School 
District Student Teacher Administrator Community 
All of 
the Above Other 
High 
Metro 1 2 9 12 10 4 
Medium 
Metro 2 13 20 12 12 3 
Low Metro 2 5 8 5 9 7 
Total 5 20 37 29 31 14 
Percentage 3.7 14.7 27.2 21.3 22.8 10.3 
Statistical Measurement: 
Chi-Square = .537 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
Educational Policies 
The concern and commitment of the school district is reflected in its 
educational policy. This policy dictates and supports the practices and procedures 
of the decision-making process. The final outcome of policy making is to assure 
students, regardless of academic ability, that they will receive an appropriate and 
productive education. 
The existence of a written state board policy on alternative education 
programs is given in Table 18. There is no written state board policy for 70.4 
percent of the respondents; however, 29.6 percent of the respondents do have a 
written policy. The data reflect no significant difference regarding the existence 
of a written state board policy on alternative education programs. 
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As education is defined as a state function, it would appear that states would 
have developed broad guidelines covering AEP's. The districts surveyed indicate 
that only 30 percent of them have written state policies. The remaining districts 
do not have such policies. 
TABLE 18 
A WRITTEN STATE BOARD POLICY 
School District Yes No Total 
High Metro 6 17 23 
Medium Metro 9 27 36 
Low Metro 9 13 22 
Total 24 57 81 
Percentage 29.6 70.4 100.0 
Statistical Measurement: 
Chi-Square = 1.85 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
Written policy statements from local boards of education are reported in 
Table 19. Of the respondents, 67.9 percent have a written local board policy for 
alternative education programs and 32.1 percent have no policy. Seventy-eight 
percent of high metro school districts have a written policy. The extent of 




A WRITTEN LOCAL BOARD POLICY 
School District Yes No Total 
High Metro 18 5 23 
Medium Metro 22 14 36 
Low Metro 15 7 22 
Total 55 26 81 
Percentage 67.9 32.1 100.0 
Statistical Measurement: 
Chi-Square = 1.89 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.89. 
Data related to the effectiveness or ineffectiveness of local written policies 
are presented in Table 20. Ninety-one percent of the respondents judged these 
written policies to be effective for the operation of AEP. When examining the 




IMPACT OF WRITTEN POLICY 
School District Effective Ineffective Total 
High Metro 17 5 22 
Medium Metro 23 0 23 
Low Metro 21 1 22 
Total 61 6 67 
Percentage 91.0 9.0 100.0 
Statistical Measurement: 
Chi-Square = 7.90 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.89. 
Data on whether or not school districts are in the process of developing a 
local alternative education policy is reported in Table 21. Sixty-one percent of 
the respondents are not in the process of developing a policy and 38.6 percent of 
the systems are in the policy-making process. The planned development of local 
board policy on alternative education programs is significantly different. 
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TABLE 21 
DEVELOPMENT OF POLICY 
School District Yes No Total 
High Metro 5 19 24 
Medium Metro 24 13 36 
Low Metro 3 19 22 
Total 32 51 83 
Percentage 38.6 61.4 100.0 
Statistical Measurement: 
Chi-Square = 19.76 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
Information on whether staff members assigned to alternative education 
programs have a written definition of their responsibilities is recorded in 
Table 22. Ninety-three percent of the staff members have written definitions of 
their duties and responsibilities, and 7.2 percent do not. One hundred percent of 
the medium metro districts have a written definition of the duties and 
responsibilities of staff members. Written definitions on duties and 
responsibilities for staff members indicate no significant difference among 
districts according to size. 
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TABLE 22 
WRITTEN DEFINITIONS FOR STAFF MEMBERS 
School District Yes No Total 
High Metro 21 3 24 
Medium Metro 37 0 37 
Low Metro 19 3 22 
Total 77 6 83 
Percentage 92.8 7.2 100.0 
Statistical Measurement: 
Chi-Square = 5.22 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
Data related to written definitions on the duties and responsibilities for 
parents with children in alternative education programs are reported in Table 23. 
While on the average, two thirds of the respondents have a written definition for 
parents, there is a decided difference to this practice among smaller districts. 
There is almost universal practice of written duties and responsibilities for 
students, as shown in Table 24. 
TABLE 23 
WRITTEN DEFINITIONS FOR PARENTS 
School District Yes No Total 
High Metro 15 9 24 
Medium Metro 29 8 37 
Low Metro 10 12 22 
Total 54 29 83 
Percentage 65.1 34.9 100.0 
Statistical Measurement: 
Chi-Square = 6.68 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
TABLE 24 
WRITTEN DEFINITIONS FOR STUDENTS 
School District Yes No Total 
High Metro 22 2 24 
Medium Metro 35 2 37 
Low Metro 21 1 22 
Total 78 5 83 
Percentage 94.0 6.0 100.0 
Statistical Measurement: 
Chi-Square = .336 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
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Testable information on written definitions of duties and responsibilities for 
sponsors of students in alternative education programs is presented in Table 25. 
The "yes" response for the respondents is 60.3 percent; the "no" response is 39.7 
percent. 
TABLE 25 
WRITTEN DEFINITIONS FOR SPONSORS 
School District Yes No Total 
High Metro 11 10 21 
Medium Metro 28 7 35 
Low Metro 8 14 22 
Total 47 31 78 
Percentage 60.3 39.7 100.0 
Statistical Measurement; 
Chi-Square = .336 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
The result is more mixed regarding duties and responsibilities of sponsors, 
with medium metro sized districts showing 60 percent. Sponsors are defined as 
those individuals or agencies that provide learning experiences for students 
outside of the classroom. 
There is a significant difference in parents and sponsors written definition of 
duties and responsibilities. For students there is no significant difference. 
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Statistical information on the inclusion of outside agencies in the planning of 
alternative education programs is reported in Table 26. Eighty-six percent of the 
school districts report that outside agencies participate in AEP planning. More 
than half of the agencies fall within the medium metro district. When viewing the 
utilization of outside agencies, a significant difference is distinguishable. 
TABLE 26 
INCLUSION OF OUTSIDE AGENCIES 
School District Yes No Total 
High Metro 15 9 24 
Medium Metro 36 1 37 
Low Metro 20 2 22 
Total 71 12 83 
Percentage 85.5 14.5 100.0 
Statistical Measurement: 
Chi-Square = 14.95 
Degrees of Freedom = 2 
Table value for Chi-Square = 5.99. 
CHAPTER V 
SUMMARY, FINDINGS, CONCLUSIONS, DISCUSSION, 
IMPLICATIONS, AND RECOMMENDATIONS 
Summary 
This chapter deals with the summary, findings, conclusions, discussion, 
implications, and recommendations of the study. The study explores the 
structure, organization, and funding practices of selected alternative education 
programs by determining: 
1. Do selected school systems have board policies governing the 
establishment and delivery of alternative education programs? 
2. To what degree are alternative education programs integrated into the 
general operation of the school system? 
3. What is the major source of funding for AEP? 
The research population consisted of 28 school systems that are members of 
the Council of Great City Schools. The Alternative Education Questionnaire 
(AEQ) was sent to the superintendents of each district. Twenty-four districts 
responded, thus giving a return rate of 85.7 percent. The AEQ consisted of 22 
items that assessed the operational plans of alternative education programs. 
An informal assessment was conducted in three areas of the school operation: 
1. School Policies Governing AEP. These items solicited information that 
determine the governance, establishment, and delivery of AEP. 
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2. Alternative Education and the School Program. The questionnaire items 
solicited information relative to the extent AEP was integrated into the 
regular school program. 
3. AEP Funding Source. These items solicited information relative to the 
nature and major source of funding for AEP. 
Findings 
The following findings are presented in reference to the four analytical topics 
in Chapter IV. These findings are based on data computations and analysis. 
Demographic and Descriptive Information 
1. Over 70 percent of council school systems use SWW as their main 
instructional concept. An enrollment of 0 to 300 is most common. 
2. An unexpected finding is that the K to 6 grade level arrangement 
compose over one half of all grade arrangements. The 9 to 12 grade 
level arrangement, which was the expected grade level of operation, 
numbers less than one third of all grade level arrangements. 
3. More than 80 percent of these programs have been in operation, for the 
most part, from 0 to 10 years. Medium and low metro school districts 
have operated most frequently from 6 to 10 years while the high metro 
districts have operated from 0 to 5 years. 
4. The two most popular means for the selection of students for enrollment 
are assignment and open admission. The academic performance of these 
students are mainly in the B to C grade range. 
Educational Program Funding 
1. Forty-six percent of the respondents state that the average family 
income of students is under $15,000. Forty-two percent of these 
77 
families are from the low metro district. Fifty-four percent of the 
districts surveyed state family earnings are over $15,000. 
2. Educational funding for AEP comes primarily from local and state 
taxation. Federal funds support 26.5 percent of the programs. The 
lowest level of support is from foundations and private contributions. 
Organizational Structure 
1. Ninety percent of the population surveyed state they have a written 
organizational structure for their program. More low metro 
administrators feel there is no need for a written structure than 
administrators from larger sized districts. 
2. Alternative education programs are generally placed in the instructional 
division of a district rather than the area or district office. The 
administrative leaders of these programs are mainly principals. 
3. Administrative recommendation is the main source of student admission 
into AEP. High metro school districts depend upon the recommendations 
of community people, medium metro districts depend on administrators, 
and low' metro districts depend on a mixture of individuals. 
4. Ninety-six percent of the respondents feel they are an integral part of 
the community. 
Educational Policies 
1. Thirty percent of the population surveyed state they have a written state 
board policy and 67.9 percent have a written local board policy. 
2. Thirty-nine percent of one local systems are developing AEP policies; 
however, 61.4 percent of the local systems are not developing policy. 
Medium metro school districts are developing policy at a higher 
percentage rate than high or low school districts. 
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3. Ninety-two percent of local staff members have a written definition of 
duties and responsibilities. Only 60.3 percent of the sponsors have 
written definition of their duties and responsibilities. 
4. More students than parents have a written definition of their duties and 
responsibilities. 
5. Eighty-six percent of the respondents state that outside agencies are 
included in the planning and development of alternative programs. High 
metro school districts tend not to include these agencies at a higher 
percentage rate than medium or low metro districts. 
6. The following differences in characteristic within school districts have 
been used as a basis for comparison. The following summarizes 








a. Years of operation 0 to 5 
years 
6 to 10 
years 
6 to 10 
years 
b. Grade average B B C 
c. Type of funding State Local Federal 











f. Development of Policy No Yes Yes 










i. Development of new 
policy 
No Yes No 
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j- Written definitions Yes Yes No 
k. Written definitions 
for sponsors 
Yes Yes No 
8. Significant similarities in findings among school districts are as follows: 
Variables Response 
a. Types of programs School Without Walls 
b. Student population 0 to 300 
c. Means for selection Assignment 
d. Geo-location Within the city limits 
e. Written organizational 
structure 
Yes 
f. Need for a written 
organizational structure 
Yes 
g* Is AEP an integral part of system? Yes 
h. Structural placement Instructional 
i. Administrator placement Principal 
)• Is AEP an integral part of 
the community 
Yes 
k. A written State Board Policy No 
1. A written Local Board Policy Yes 
m. Impact of written policy Effective 
n. Written definitions for staff members Yes 
n. Written definitions for students Yes 
Conclusions 
The conclusions stated below are based upon data analysis and the findings. 
1. Schools Without Walls is the most widely utilized alternative education 
program within the Council's membership. The assignment of students is 
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the primary procedure for admission. No district reports that students 
are forced to enroll in these programs. 
2. These programs are placed in the organizational structure under the 
control of the instructional division with a principal as the 
administrative leader. Principals typically identify students who need 
this specialized instruction. 
3. Alternative education programs are an integral part of the local system 
and community. Nonschool agencies are included in the planning and 
implementation of programs. 
4. Local and state taxation are the main sources of funding. 
5. While there is little evidence of a state written policy, local written 
policy is common. Local policies are often developing or changing to 
meet the individual needs of the school district. 
6. Written statements of duties and responsibilities are more common for 
staff members and students than for sponsors and parents. 
Discussion 
The original problem posed by this study related to analyzing the structure, 
organization, and funding practices of selected Alternative Education Programs 
by determining: 
1. If selected school systems have board policies governing the 
establishment and delivery of AEP. 
2. To what degree are AEP's integrated into the general operation of the 
school system. 
To determine the major source of funding for AEP. 3. 
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The results of the study relative to educational policies indicate that 67.9 
percent of the local AEP's have board policies, as compared to 29.6 percent of the 
state AEP. 
12 3 These findings are consistent with studies by Barr , Doob , and McMillan 
which indicated that local education policies for AEP made the transition from 
federal, and state influence under the general control of the local school board. 
Morever, this transition allows more freedom for changing and developing new 
policies to meet the individual needs of the local school district. 
The findings relative to the degree of AEP integration into the general 
operation of the school system revealed noteworthy results. The majority (97.6 
percent) of the school district personnel reported that AEP is an integral part of 
the organizational structure of the general school system. This finding is 
consistent with studies by Glatthorn^, Watson'4 5 *, Eurich^, Smith'7 which indicate 
that a larger number of educators and some parents feel that existing alternatives 
* Robert Barr, "An Analysis of Six School Evaluations: The Effectivenessness 
of Alternative Public Schools," Viewpoints in Teaching and Learning, (July 1977): 
42, pp. 29-30. 
2 
H. S. Doob, Evaluations of Alternative Schools (Arlington, Va.: Education 
Research Services, 1977): pp. 44-45. 
3 
C. B. McMillan, "Magnet Schools: An Evaluation," Theory and Research 
(3une 1980): 41, pp. 48-49. 
4 
Glatthorn, Finding Some Real Alternatives, p. 4. 
^Watson, Alternative Schools, p. 23. 
^Eurich, High School -- 1980, p. 300. 
^Vernon H. Smith. "Alternative Education Is Here to Stay," Phi Delta Kappan 
(April 1981): 72:8, pp. 545-546. 
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within the organizational school system has been the most viable strategy for 
reforming and restructuring public schools. Likewise, Barr^ concludes that AEP's 
have become firmly implanted in the mainstream of public education in the last 
decade. Furthermore, AEP's are such an integral part of the general school 
system that they are being used to address the most serious problems confronting 
today's schools. 
The last major finding relative to funding sources of AEP revealed that the 
largest percentage of AEP funding (39.8 percent) is generated through local 
funding. Of this source of funding, at the local level, the medium sized districts 
contributed most to the AEP than the high and low districts. The former part of 
2 3 these findings is supported by Case and Lindholm , who observed and reported 
that which indicates that surviving AEP's have reliable sources of funding, usually 
at the district level. It is further noted that during the initial period of AEP, 
alternatives were often funded in a variety of ways — federal, private, state, 
local, charitable, and fund-raising activities. However, the surviving schools 
made the transition to general funding under the control of the local school board. 
Previous to the initiation of the study, the researcher had two assumptions 
that were discovered untrue when the data were completed. This subsection will 
discuss these points as well as clarify what seems to be conflicting data in 
Tables 19 and 20. 
^ Ibid., pp. 30. 
2 
Barbara 3. Chase, "Lasting Alternatives: A Lesson in Survival," Phi Delta 
Kappan (April 1981): 72, pp.554-557. 
3 
Lindholm, Property Taxation and Finance of Education, p. 41. 
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The stated assumption, as identified on page 5, noted that AEP focus on 
delinquents and potential school dropouts. The researcher recognized, that the 
definition of AEP provided on the questionnaire cover letter would automatically 
exclude dropouts and delinquents. However, Table 2 indicated a 2.2 percentage 
rate for dropouts which was unexpected. 
The unstated assumption of the researcher was that most AEP's are housed in 
high schools. The study indicates that approximately 66 percent of the programs 
are conducted in the elementary to middle schools. 
Tables 19 and 20 demonstrate that 67.9 percent of the school districts 
surveyed have a written policy and 61.4 percent of the districts are not in the 
process of developing a written policy. The percentages are so close that some 
speculation seems appropriate. The researcher is suggesting that because the 
school districts already had a written policy they would then officially state they 
were not in the process of developing a policy. 
In summary, educational school districts have begun to acknowledge a new 
perception of alternative education programs. Therefore, as revealed in this 
study of organizational structure, policy, and funding, many trends, directions, 
and opinions are beginning to change. It is the hope of this researcher that, as 
school authorities devote more effort to promoting and expanding alternative 
education, a larger proportion of American schools will recognize the value of 
nontraditional methods of instruction and will succeed in bridging the gap between 
classroom and community, ultimately providing students with a stimulating 
learning environment leading to the acquisition of lifetime skills. 
Implications 
1. Because instructional development of AEP is given minimal, if any, 
forethought, the programs are not as effective as they could be. 
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2. If educational alternatives are to grow and become a substantial 
educational force, certain policies and procedures must be developed. 
There must be interest and support for the concept among educational 
policy makers and those citizen groups which influence them. In 
addition, federal, state, and local school policies and their accompanying 
procedures must enhance rather than restrict program development. 
When more policies and procedures are developed, AEP will be more 
effective. 
3. Although alternative education has been in existence for over a decade, 
many school districts do not have a working definition for their 
alternative education programs. Therefore, there is still much confusion 
over what programs should be labeled "alternative." 
4. There seems to be a general trend of using federal, state, or foundation 
funds to establish and support alternative programs. This heavy 
dependence on "soft money" tends to prevent school personnel from 
viewing such programs as being essential, long term, or viable. 
Consequently, many of the alternative programs are doomed to failure 
before they begin. 
5. Due to the failure of many school districts to explicate the specific goals 
and purposes of their alternative programs, school administrators, 
students, and the general public tend to view these programs in a 
negative light. 
6. Very few of the school districts surveyed have a state board approved 
policy for their alternative programs. The absence of a statewide policy 
appears to exacerbate the already serious local problem for the support 
and administration of such programs. 
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Recommendations 
The following recommendations are based upon the data analysis, findings, 
conclusions, discussion, and implications of the study. 
1. Systems should develop procedures and guidelines for the identification 
of potential alternative education students for parents, teachers, and 
counselors. This identification process must be accompanied by an 
evaluative system to determine the most appropriate educational 
alternative, i.e., remediation or advanced truancy. 
2. State departments of education should develop policies governing 
alternative education programs. This statewide approach to instruction 
would increase the uniformity and impact of such programs. 
3. The funding of alternative programs should not be limited to soft money 
(federal, state, private, foundations). General funds should also be 
allocated to insure the continuation and success of promising alternative 
programs. 
4. School districts should devote more time and resources to clearly 
articulate to school staff, students, and community leaders, the specific 
purposes of alternative programs. 
5. In districts where alternative programs exist, the school board should 
approve a policy which deals with the definition, administrative 
structure, purposes, funding, and evaluation of such programs. 
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APPENDIX A 
GREAT CITY SCHOOL POPULATION 
CITY SUPERINTENDENT 
Atlanta Dr. Alonzo A. Crim 
Baltimore Dr. John L. Crew, Sr. 
Boston Dr. Robert Wood 
Buffalo Dr. Eugene T. Revelle 
Chicago Dr. Angeline Caruso 
Cleveland Dr. Peter Carlin 
Dade County Dr. Leonard Britton 
(Acting Superintendent) 




Atlanta Public Schools 
224 Central Avenue, SW 
Atlanta, Georgia 30303 (404) 659-3381 
Baltimore Public Schools 
3 East 25th Street 
Baltimore Maryland 21218 (301) 396-3100 
Boston Public Schools 
26 Court Street 
Boston, Massachusetts 02108 (617)726-6200 
Buffalo Public Schools 
712 City Hall 
Buffalo, New York 14202 (716) 842-3161 
Chicago Public Schools 
228 North LaSalle Street 
Chicago, Illinois 60601 (312)641-4141 
Cleveland Public Schools 
1380 East Sixth Street 
Cleveland, Ohio 44114 (216) 696-2829 
Dade County Public Schools 
1410 N. E. Second Avenue 
Miami, Florida 33132 (305) 350-3868 
CITY SUPERINTENDENT 
Dallas Dr. Linus Wright 
Denver Dr. Joseph E. Brzeinski 
Detroit Dr. Arthur Jefferson 
Long Beach Dr. Francis Laufenberg 
Los Angeles Dr. William J. Johnston 
Memphis Dr. Willie W. Herenton 
Milwaukee Dr. Lee R. McMurrin 
Minneapolis Dr. Raymond G. Arveson 
ADDRESS PHONE 
Dallas Independent School District 
3700 Ross Avenue 
Dallas, Texas 75204 (214)824-1620 
Denver Public Schools 
900 Grant Street 
Denver, Colorado 80203 (303)837-1000 
Detroit Public Schools 
5057 Woodward Avenue 
Detroit, Michigan 48202 (313)494-1000 
Long Beach Unified School District 
701 Locust Avenue 
Long Beach, California 90813 (213)436-9931 
Los Angeles Unified School District 
450 North Grand Avenue 
Los Angeles, California 90012 (213)624-6389 
Memphis City Schools 
2597 Avery Avenue 
Memphis, Tennessee 38112 (901)454-5200 
Milwaukee Public Schools 
5225 West Vliet Street 
P. O. Drawer 10K 
Milwaukee, Wisconsin 53201 (414)475-8282 
Minneapolis Public Schools 
807 N. E. Broadway 
Minneapolis, Minnesota 55413 (612) 348-6-84 00 
CITY SUPERINTENDENT 
Nashville Dr. Elbert D. Brooks 
New Orleans Dr. Gene A. Geisert 
New York Dr. Frank 3. Maccharola 
Norfolk Dr. Albert Ayars 
Oakland Dr. Ruth Love 
Philadelphia Dr. Michael P. Marcase 
Pittsburgh Dr. derry C. Olson 




2601 Bransford Avenue 
Nashville, Tennessee 37204 (615) 259-5251 
New Orleans Public Schools 
4100 Touro Street 
New Orleans, Louisana 70122 (504) 288-6561 
New York City Public Schools 
110 Livingston Street 
Brooklyn, New York 11201 (212)596-6161 
Norfolk Public Schools 
800 E. City Hall Avenue 
Norfolk, Virginia 23510 (804) 441-2107 
Oakland Unified School District 
1025 Second Avenue 
Oakland, California 94606 (415) 836-8261 
Philadelphia Public Schools 
Parkway at 21st Street 
Philadelphia, Pennsylvania 19103 (215)299-7000 
Pittsburgh Public Schools 
341 South Bellefield Avenue 
Pittsburgh, Pennsylvania 15213 (412)622-3600 
Portland Public Schools 
P. O. Box 3107 
Portland, Oregon 97208 (503)249-2000 SO O 
CITY SUPERINTENDENT ADDRESS PHONE 
St. Louis Dr. Robert E. Wentz St. Louis Public Schools 
911 Locust Street 
St. Louis, Missouri 63101 (314)231-3720 
San Francisco Dr. Robert F. Alioto San Francisco Unified School District 
133 Van Ness Avenue 
San Francisco, California 94102 (415)565-9000 
Seattle Dr. David L. Moberly Seattle School District No. 1 
815 Fourth Avenue North 
Seattle, Washington 98109 (206) 587-3414 
Toledo Dr. Donald Steele Toledo Public Schools 
Manhattan Blvd. and Elm Street 
Toledo, Ohio 43608 (419)729-5111 
Washington, D.C. Dr. Vincent E. Reed Washington, D. C. Public Schools 
415-12th Street, N. W. 
Washington, D. C. 20004 (202)724-4222 
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ALTERNATIVE EDUCATION QUESTIONNAIRE 
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April 5, 1980 
To: Urban School Systems 
I am engaged in a study at Atlanta University as a doctoral candidate in 
education. The study will be done by participating school systems in the Council 
of Great City Schools and I am urging your cooperation in this effort. All findings 
will be shared with you upon completion of the study. 
For the purpose of this survey, the term "alternative education program" is 
defined according to office of Education Guidelines as: A public educational 
alternative or option in a school of program offering some degree of choice to 
parents and students, based on a response to the student's individual needs. An 
alternative/option is different from the standard traditional school in its district, 
except in cases where all schools in the district are district alternatives. This 
definition omits schools used for detention, incarceration, etc.; 
vocational/technical schools; exceptional education schools (94-142), and 
compensatory education programs such as Title I, Title XX, etc. Additionally, I 
will need from you printed materials on your system's alternative program, such 
as policies, organizational structure and sources of funding. 
The following questions related to Alternative Education Programs (AEP). 
Piace a check mark ( ) in the appropriate space. The questions should be 
answered for each AEP in your system. At the end of the questionnaire, space is 
provided for comment(s) if further explanation is needed. Please return the 
questionnaire and aforementioned materials to me by April 29. For your 
convenience, I have provided a self-addressed stamped envelope. 
Please return the questionnaire and other pertinent information to: 
Claude C. George, Director 
Alternative Education Programs 
Atlanta Public Schools 
224 Central Avenue, S. W. 
Atlanta, Georgia 30303 
Telephone: (404) 659-3381, ext. 175 
94 
ALTERNATIVE EDUCATION QUESTIONNAIRE 
1. Title of Alternative Education Program  
2. Name of Director  
3. Name of person completing report  
4. Which of the following best describes the above alternative education program? 
( ) School Without Walls 
( ) Open Schools 
( ) Schools for dropouts 
( ) Schools for dropouts, potential dropouts, pregnant students 
( ) Free schools 
( ) Career Schools 
( ) Multi cultural/multi-ethnic schools 
( ) Schools for those with special skills or talents 
( ) Other (Please specify) 
5. ( ) 0-300 
( ) 301-600 
( ) 601-900 
( ) 901-1100 
( ) 1101-1500 
( ) 1501-1800 
( ) Other (Please give enrollment) 
6. What grade levels does this AEP serve? 
( ) K-6 
( ) 6-8 
( ) 9-12 
( ) Other (Please indicate level(s) 
( ) 
( ) 
7. How is this AEP funded? 
( ) Percent local tax 
( ) Percent state support 
( ) Percent federal 
( ) Percent foundations 
( ) Percent tuition and private contributions 
8. How long has this AEP been operating? 
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( ) 0-5 years 
( ) 6-10 years 
( ) 11-16 years 
( ) Over 17 years 
9. How are the students selected for this AEP? 
( ) "Forced" 
( ) Assignment 
( ) Lottery from among applicants 
( ) Open admissions 
( ) Other method(s) (Please specify) 
( )  
( )  
10. What is the educational, economic, social and ethnic background of students 
in this AEP? 
A. Educational: On the whole, what accumulated grade average do 
your students have? 
( ) A 
( ) 3 
( ) C 
( ) D 
( ) E 
3. Economic: What is the average family income of the AEP students? 
( ) Under $15,000 
( ) $15,000-$10,000 
( ) $10,001-$25,000 
( ) $25,000-$30,000 
C. Social: What percentage of the AEP students live? 
( ) Within the city limits 
( ) Outside the city limits 
D. Ethnic: What percent of the AEP students are: 
( ) Black 
( ) White 
( ) Hispanic 
( ) Asian 
11. Does this AEP have a written organizational structure? 
( ) Yes 
( ) No 
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12. Does this AEP have a need for a written organizational structure? 
( ) Yes 
( ) No 
13. Is this AEP an integral part of your system's organizational structure? 
( ) Yes 
( ) No 
14. At what position on the school system's organization chart is this AEP placed? 
( ) Instructional 
( ) Community Service 
( ) Career and Special Services 
( ) Area or District Office 
15. At what level on the school system's organization chart is the administrator 
of this AEP placed? 
( ) Assistant Superintendent 
( ) Director 
( ) Principal 
( ) Assistant Principal 
( ) Coordinator 
16. Is the AEP an integral part of your community? 
( ) Yes 
( ) No 
17. Does your State have a written policy for this AEP? 
( ) Yes 
( ) No 
IS. Does your board of education have a written policy for this AEP? 
( ) Yes 
( ) No 
If yes, what impact do the policies have? 
( ) Effective 
( ) Ineffective 
If no, under what authority does the AEP operate? 
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19. Are you now in the process of developing an AEP policy? 
( ) Yes 
( ) No 
20. Who initiated this AEP? 
( ) Students 
( ) Teachers 
( ) Administrators 
( ) Community 
( ) All the above 
( ) Others (Please specify) 
21. Does this Alternative Education Program have written definitions for duties 
and responsibilities of its staff? 
( ) Yes 
( ) No 
For its parents? 
( ) Yes 
( ) No 
For its students? 
( ) Yes 
( ) No 
For its sponsors? 
( ) Yes 
( ) No 
22. Does this school svstem have a procedure to include outside agencies in 
this AEP? 
( ) Yes 
( ) No 
THIS SHEET IS PROVIDED FOR WRITTEN RESPONSES TO QUESTIONS OR FOR 
ADDITIONAL COMMENTS. PLEASE INDICATE THE NUMBER OF THE 
QUESTION YOU ARE RESPONDING TO. 
THANKS 
APPENDIX C 
LETTER OF APPROVAL TO EACH COUNCIL SUPERINTENDENT 
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ATLANTA PUBLIC SCHOOLS 
OFFICE OF THE SUPE»:NTSMOENT 
ADMINISTRATION BUILDING 
224 CENTRAL AVE.. S.W. 
ATLANTA. GEORGIA 30303 
April 10, 1980 
Dr. Robert F. Alioto 
Superintendent 
San Francisco Unified School District 
135 Van Ness Avenue 
San Francisco, CA 9^102 
Dear Dr. Alioto: 
Mr. Claude C. George, Director of Alternative Education Programs 
for the Atlanta Public Schools, is conducting a doctoral research study 
at Atlanta University the title of which is, A Descriptive Analysis of 
Selected, Alternative Education Programs. I am convinced that this study 
will be of significant value to all large city school systems where 
alternative education programs are in operation. 
I would appreciate any assistance which you can give toward getting 
the enclosed material to the person designated in the attached letter 
from Dr. Alvin Townsel and facilitating its completion. 
Sincerely, 





LETTER OF APPROVAL TO RESEARCH ASSOCIATE OF THE 
COUNCIL OF GREAT CITY SCHOOLS AND LETTER TO 
THE COUNCIL’S SUPERINTENDENT OF CURRICULUM 
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ATLANTA PUBLIC SCHOOLS 
OFFICE OF THS • U F K R I N T E N O E N T 
" *. *■ - * - 
ADMINISTRATION BUILDING 
224 CENTRAL. AVE.. S.W. 
ATLANTA. GEORGIA 30303 
February 4, 1980 
Dr. Alvin E. Townsel 
Research and Planning Associate 
The Council of the Great City Schools 
1707 H Street, N. W. 
Washington, D. C. 20006 
Dear Dr. Townsel: 
Mr. Claude C. George, Director of Alternative Education Programs for the 
Atlanta Public Schools, informed me that he is interested in conducting a 
doctoral research study at Atlanta University - A Descriptive Analysis of 
Selected Alternative Education Programs. Based upon my review of Mr. George's 
proposal, I am convinced that this project could be very beneficial for our 
district and the Council. Also, I understand from my discussion with 
Mr. George that he has discussed this project with you and that you have 
been of immense assistance to him. In light of your familiarity with this 
proposed study and role with the Council, I would appreciate it if you 
facilitated Mr. George's efforts in conducting this research project. 
Realizing that you have many other time consuming responsibilities with 
the Council, I have outlined below some specific measures that you can take 
to get this effort on the way. 
1. Send a brief letter of support for this study to each 
superintendent in the Council accompanying Mr. George's 
ques tionnaire. 
2. Send a letter of approval to the following persons: 
Dr. Ronald N. Kilpatrick 
Director 
Doctoral Program in Educational Administration 
672 Beckwith Street, S. W. 
Apartment 5 
Atlanta, Georgia 30314 
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Dr. Alvin H. Townsel 
February 4, 1980 
Page 2 
Copy to: Dr. Hatton and Mr. George 
Dr. Barbara R. Hatton, Chairperson 
Department of Education 
Atlanta University 
223 Chestnut Street, S. W. 
Atlanta, Georgia 30314 
Finally, I would like to take this opportunity to thank you in advance 
for your support and cooperation concerning this request. 
AlonzoljA. Crim 
Sup erint end ent 
hej 
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Mr. Ronald Edmonds 
Curriculum & Inst.rucr.icn 
Mew York City Public Schools 
110 Livingston Street 
Brooklyn, Mew York 11201 
Dear Mr. Esmonds: 
Alternative education programs increasingly 
are beino enccuraced an rhe federal, srare and 
local levels of gcvermenc. Cr. March 24, 13 30, 
for example the Alternative and Work-Site educa¬ 
tion Act of 13 30 (H. ?.. 5 3 37) was introduced in 
the House of Representatives by Congresswoman 
Shirley Chisholm. Char bill would establish 
Alternative and Monk-Site education. This move¬ 
ment poses numerous educational policy issues 
to which the Council of the Great City Schools 
should crecare to restent. 
Mr. Claude C. George, Director of Alterna¬ 
tive Education Programs for the Atlanta Public 
Schools, is conducting a doctoral research 
study at Atlanta university - a Descriptive 
Analysis of Selected Alternative Education 
Programs. Sasec upon ay review of his 
I am impressed by the potential value c 
project to the Council. Z would apprec 
if you facilitated Mr. George's efforts in 
conducting this research project. Realizing 
that ycu have many other time consuming 
restonsitillties, 2 rsstectfuilv recuest 
that veu route the enclosed cuasticn— 
naire to the attretriate terser.Cs; in veur 
scr.oou ots Your assistance 
* is-.-——-. 






in facilitating iis r5turr. also would ce 
appreciated. 
Finally, I would like to take this 
coportunitv to thank vcu in advance tor 
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Alvin H. Townsei 
Research and Planning Associate 
Dr. Alonzo Crin 
!tr. Samuel 3. Husk 
r*— Ronald Siloatrick 
APPENDIX E 
LETTER OF SUPPORT TO ATLANTA UNIVERSITY FROM THE RESEARCH 
ASSOCIATE OF THE COUNCIL OF GREAT CITY SCHOOLS 
THS CCUrviCJU cr= THE GSSAT CITV SCHCCLS 
1707 H Street. N.W.. Washington. D. C. 20006 /1202) 298-3707 






























Dr. Ronald N. Kilpatrick 
Director 
Doctoral Program in Educational 
Administration 
672 Beckwith Street, S.W. 
Apartment 5 
Atlanta, Georgia 30314 
Dear Dr. Kilpatrick: 
A doctoral candidate at Atlanta University, 
Mr. Claude C. George has requested the cooperation 
of the Council of the Great City Schools in his 
proposed research study, A Descriptive Analysis of 
Selected Alternative Education Program. I have 
reviewed the proposal for that study and determined 
it to be potentially useful to our member school 
districts. 
Approval is hereby granted for Mr. George to 
utilize the resources of the Council of the Great 
City Schools in the following ways. 
1. Collection, through the Council, of 
primary research data by survey technique 
2. Consultation with personnel in the 
Council’s Washington, D.C. Office 
3. Utilization of the Council's data file 
related to alternative education programs. 
As in prior years, it is a pleasure for us to col¬ 
laborate with the faculty and staff of Atlanta 
Dr. Kilpatrick 
Pace 2 
February 11, 1930 
University_in efforts to effectively train 
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Alvin H. Townsel 
Research Associate 
cc: Dr. Alonzo Crim 
Dr. Barbara Hatton 
Mr. Samuel B. Husk / 
Mr. Claude C. Georce-./ 
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